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g PREFACE ,

This repori-ﬁas written as part of the sponsor evaluation of the

- EDC Open Education Follow Through Program under a grant from the U. S.
Office of Education., It was based on the recognition of a need to
share information akout how the adults who work with children in this
program view their work. We hope it will be he]p%ulitb the people in.
the Burlington Follow Through community to share,each other's percep-
tions about their work. We also hope that the informat%on presented
"in this report will be helpful tg others who are working towards

improving the opportunities for the g}oﬁth and development of children.

In this study, we interviewed four groups of adults -fteachers,
aides, administrators and parents - who are involved with the growth |
and development of children in‘the EDC Follow Through pfbgram in

Burlington, Vermont. They responded to questions about their views on

' ﬂZhildren's learning, their roles in the.school, their work with EDC

advifors, and thé~difficulties and satisfactions they have experienéed
whfle working in the Follow Through program.

This study was conducted at a parti;ular time in the program's
development, in a particular community. It does not provide a basis
for drawing conclusions about matters beyond the particﬁ]ar community
studied and soée clearly similar situations. , It does provide detailed
information about the beliefs and attitudes of the adults interviewed as

they worked with children, with each other, and with EDC advisors, in the

Follow Through program. . K
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CHAPTER |
OVERVIEW OF EVALUATION RESEARCH
+ PROCEDURES IN BURLINGTON
1.1 INTRODUCTION -

The distinctive feature of the EDC Follow Throygh approach is
its advisor system. The adv1sory is working to 5::?%2 teachers,
aides, administrators and parents to. broaden their perce¢t1on of the
teach1ng/1earn1ng process. We bel)eve that as these adults “increase

“and enrich their ranye of responses, “théy will become better.able to
‘respond effectj&e]y to the needs and Fresources ochhildren:‘

© At times, EDC advisors focus on workiné with teachers and aides
in order to effect educat1ona1 change 1n~the classroom, at other
times advisors emphas1ze the importance of school and commun1ty sup-
port for the EDC Follow Through approach. These classroom/commun1ty
focuses are CDmp11mentary. ¢ - o . .

Se]ected teachersx aides, administrators and parents at the
EDC Follow Through s1te in Burlington, Vermont were 1nterv1ewed to -
determine their attitudes and opinions about the EDC adv1sor system;
the teaching/learning process; and the role of school and community
in implementing the ?ollow Through program. The function of thjs

) reoort is to present the findings of those interviews. We hdve
identified issues that seemed central to the functioning of the
program. We have also reported the detail and variety of responses
to each quest1on, so that readers of this report will have the back-

ground information with which to maxe their own inferences.

Ll
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. 1.2 SITE SELECTION - - . .
- \ Following the time sequence establighed in the 1973-74 research
proposal, we selected two of the ten‘EDC Follow Through commun1t1es

qj research s1tes. Two sites were chOsen to make possible in depth
3

. research within the constraints of a 1imited research budget and
staff. For 1973-74, the critéria for sife selection were:

- -~ The sites should include one metropolitan and one
non-metropolitan community.

. -- The sites should approximate the average size of
. EDC- Follow Through communities, i.e., having about
' siXteen Follow Through classrooms. .

- < == The si}es should be public schools,

-- People in the sites should not see the research as

threa%gning their grogram.

— —-- The liaison advisors should be willing to cooper- .
- : . ate with the researchers.

Based on these criteria, we suggested=th; EDC Follow Through
sites in Burlington, Vermont:aéd Patefrson, New Jersey for our
1973-74 evaluation research. We then conferred individually with
all EDC advisors to learn: |

-- Which EDC-Follow Through communities each advisor
was familiar with; \

-- Which communities each advisor -expected to be
working in during the following year;

-~ Whether each advisor agreed with the criteria
set out by the researchers; .

-- Whether each advisor felt tQZt Burlington and
Paterson were appropr1ate sites for the proposed
_research. :

1

L |
Most EDC advisors found Burlington and Paterson acceptable

4
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choices as 1923574 research sites. In the meantime, the tiaison
advisor for Burlington assured us of his willingness to cooperate
with the research éffort and we were thern ready to talk with Follow
Through administrators in”Burlington. .

Based on these critgria, Burlington, Vermont and Paterson, New

Jersey were selected as the sites for our research.

The liaison advisor who traveled to Burlington in August, 1973,
initiated discussion of the propoéed research with the prosect
directors and principals in those communifies. Since their reactions
were favorable, we followea up with telephone calls to confirm their
interest and to arrange for introductory visits by researcher%sjn
September. On the basis of thse telephone conversatiog;i we pro-
ceeded with planning and sent the following letter to the project
director, principals, local advisors, Policy Advisory Coémiﬁtee

chairpersons and "Follow Through Community."

We-are writing to give you a general overview of our
Research Plan for the 1973-74 school year. We will be
workin%,to document and develop a fuller understanding of
the role of the EDC liaison advisor and the ways in which
advisors affect Follow Through_in communities. We would
1ike to work with you on a study.of how the EDC Advisory
functions in Burlington.

Our purpose in looking at the impact of EDC advisors
is to find out: how the advisory role is seen; what it
has included in the past; how it is functioning in the
present; what.are its strengths and its weaknesses. We ‘\
hope that such information will contribute to a growing .
, understanding of what advisors have and have not been
able to accomplish in the gontext of a particular com-
. munity and of what needs the community has which are
not being or perhaps cannot be met by the advisory system. .
The function of this research will be to provide the

]



people engaged in the task of implementing Follow
Through with information on the basis of which they
can consider modifying their goals and/or their
procedures.

To gather this information we plan to interview
the liaison advisor and Qther advisors who travel. to
the community, relevant administrators, some teachers :
and aides and some parents. This will give us several ' LY
different perspectives on the advisors' functions. ‘ '

We hope that the research effort will prove to be
a constructive model in developing ways of working
together : '

An :onrtant part of our project will be to share
our findings with the people who talk to us. We plan
to make the kinds of things we write about available -
to the people we, interviewed: before wé share them with »
others. We will then be able to incorporafe into our -
written reports both the original data with our -
interpretations and the reactions by the people inter-.
viewed to that data. A1l individual.responses will be
confidentiak. NG person will be identified by name.
Reference to role (admifisteator, teacher, aide, parent,
advisor) will be the method of categorizing and report-
aing responses. ' .
. The form in which we will report our findings will
be case studies. Case studies do-not provide a basis -
for drawing-conclusions about matters beyond the 2
.particular cases and clearly similar'cases.- Our re-
search will not.allow us to make definitive statements
about other sites or about EDC advisors in general.
Rather, the cases suggest questions and ideas about
the interaction of elements within the case that may
be relevant to other cases as well.

We would like to condutt our research in Burlington
with representatives of thé Bu:lington Follow Through
community. We hope that you will be willing to work
with us on this project. T .

We have spoken.with your project director who has
offered to schedule appointments for us-to meet with
you on our visit to Burlington in September, 1973. With
your interest and support, we hope to develop a plan for
cooperative work for the 197:3-74 school year. ’

We ook forward to discussing this project with you.
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Th1s letter outlined the research focus that had been developed

during the planning time. We decided that the unifying thread for

interviews of administrators, teachers, aides and parents should be

the experiences those groups had had with EDC advisors and their

o

&

©

opinions about EDC advisors' work. Additional questions would *»
designed to provide us with information about the context in w.. .s
EDC advisors worked. We also wanted the interview questions to
yie]d 1nformat1gn of 1nterest to perle 1n the coqmun1t1es

While work on the interview sorﬁht proceeded we made the intro-
ductory visit to Burlington. We ta]ke&\with the Follow Through

administrators and we were able to speak briefly and informally with

‘most of the teachers to explain our purpose in interviewing them.

1.3 SELECTION OF INTERVIEW SAMPLE

Since our research was eiﬁloratory and we planned to interview
peoplé with éévera] different ro]e§ in the Follow Thréugh program,
we had to make some choicés aBout whic% ﬁ;mbers of partﬁcu[ar gwoups
to interview. ‘we felt that all of the administrators who were
dtrectly involved with EDC advisors and the Follow Through program
should be infterviewed. In Burlington, this included the project
diréctor and the two principals. We also interviewed the PAC* ;hair-
person, the parent coord{nator, and the Follow Through secretary,
who wasié parent. The information from these interviews was used

5

as background material.
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* policy Advisory Committee for Follow Through
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Method of Sampling

The method of modified random selection was utilized in thesé

two site: der to select maﬁhgeab]e numbers of people to inter-

view without relying completely on recommendations.

In Burlington, we were able 'to talk individually with all |
eleven pairs of teachers and aides in the Follow Through program.i
Due to limited resources, we were able to arrange for interviews
with only fifteen parents. We used a combination of recommenda-
t%ons and random sampling in both communities in order to choose
our sample. We drew the sample from parents of children in classes
taught by the same teachers wé had from parents of children in
classes taught by thi’same teachers we had interviewed. We asked
the PQC chairpersoh'and project director in each community to give
us thé names of five parents who they considered to be esﬁécial]y
active in the program. These five parents were intervie&ed«toiéet
responses from people who were heavily involved in the program. .
In addition to‘the five recommended parents, we randomly selected

ten other parents. This was done by drawing the names of parents

from a hat and matching them with numbers drawn from a hat. An

attempt was made to eliminate the same parent's name appearing in

the pool more than once, which would happen when parents had more

than one child in "ollow Through, but the effort was tedious and

+ not completely successful. We assumed that the recommended parents

would agree to be interviewed, but made provision for randomly

*

selected parents if parents in the first group selected could not




be reached or if they chose not to be interviewed. The proceduré
for replacing parents from the primary random 1ist was not totally .
workable, with the result that only fourtecn parents were inter-

viewed in Burlington.

1.4 CONSTRUCTION OF INTERVIEW SCHEDULES
We began work on the interview schedules by concentrating on

the questions for teachers. We relied heavily on the interview

format’ for A Study of Teachers in Open Settings separately prepared
by researchers at Educational Testing Service, modifyiné it for our
ﬁurposes. We then constructed a shorter interview schedule for
aides by eliminating some of the questions askad of teachers, mak-
ing some slight modifications in the remaining questions, and
adding a few questions solely for aides. Many of the questions
prepared for administrators were modified to suit the different
functions ‘which administrators perform. The administrator interview
questionnaire was left mﬁée open-ended than the teachers' and aides'
because we expected greater variety in perspectives from the admin-
fstrators based on the differences in their jobs. The parents’
questionnaire was devised to probe issues that seemed to be relevant
'and important for parénts.q It was ;onstructed for use by pa;ént
interviewers rather than the EDC researchers themselves and was to
be administered without a tape recorder. Parent interviewers would
record responses by hand. Therefore, it was considerably simpler

2

and more closed-ended than the other schedules.
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1.5 INTERVIEW PROCEDURES .

Following our introductory visit to Burlington, interviews were
scheduled with the people selected. We arranged to have two-hour
blocks of t1me for interviews with each teacher and administrator
and one hour with each aide. In general, interviews with teachers
lasted from one to two hours, whi]e‘interviews with aides lasted

between thirty minutes and an hour. The interviews occurred in a

variety of settings to utilize available space - offices, libraries,

teachers' 1ounges, storerooms, unused classrooms, etc.

A1l interviews conducted by the researchers were tape recorded
to allow the interviewers to concentrate on asking appropriate
probing and follow-up questions. The interviews conducted with
parents occurred in private homes and were arranged by the parent-
interviewers. Responses to pareng,interviews were recorded on the
question sheets by the parent interviewers, by filling in blanks
on closed-ended questions and by writing brief summary statements v

for open-ended questions or aadit{onal comments.

The parent-interviewers were chosen by the PAC chairperson and

project director in Burlington. Parent-interviewers' training
consisted of two evening sessions, each an hour-and-a-half long.
The f1rst sessvon had two purposes: to introduce the prospective
parent 1nterv1ewers to the project and to the researchers -and to

g?ve them a chance to look at the questions: and suggest lqprove—

‘ments. During the_intreduction, the purposes of the study.were set

out and the method of selection of interviewees was explained. We

4



also clarified the terms of payment.for their work as parent-
interviéwers. In Burlington, five parent-interviewers agreed to
divide the work and the payment;among themselves and therefore
received thirty dollars each. The ﬁayment was intended to cover
the time required for the tréining sessions, setting up and travel-
ing}to interviews, and the interviews themselves. Th; discussion
of the questiohs familiarized the barent-interviewers with the
content and layout of the question sheets and gave them an oppor-
tunity to identify questibns that seemed inappropriate or poorly
phrased. Changes were made in the interview questions as a result
of suggestions made by parent 1nterviewers._

ine second training session focused on the interviewing ahd‘
recording process. It began with brief instructions froﬁ the re-
searchers on interviewing and recording techniques. For example,
- parent-interviewers were instructed to rebeat questions that inter-
viewees did not understand and to write down interviewees' exact
words when summarizing responses to open-ended questions. The next
step was for one researcher to interview one of the parent-
interviewers, using the question sheets but also tape recording the
interview. Parent-interviewers, except the one Being interviewed
for demonstration purposes, recorded responses as the‘interview,
pfbgressed. , At the end of this demonstration interview the re-
searchers and parent-interviewers compared their records of the

responses. When agreement on the most accurate record could not be

ER )
o]

reached by comparison, the tape-was used t?rreplay the exact respohse.
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‘This process also provided opportunities for discussion of the

interviewing techniques demonstrated by the researcher. Parent-
interviewers were then instructed to conduct at least two practice
interviews, with each other or with friends who had children in
Follow Through, before conducting interviews with the selected

parents.

1.6 DATA ANALYSIS PROCEDURES

The f{rst step in dealing with the data on the interview tapes
was to listen to the tapes and put the relevant responses into
written form. Transcription would have b;en the most- desirable
method, but was not feasible because of the costs involved. %here-

fore, the researchers listenéd to the tapes and recorded data on

protocol sheets. These sheets simply restated the questions with

-space for filling in responses. Some of what was said during an

interview was not ;egorded. Most' responses were paraphrased: When
several points were made on the same topic, tﬁeyuwere listed.
Particularly relevant and interesting statements were quoted
exactly. The major effort at establishing reliability among the
three researchers iﬁ recording responses was an initial independent

recording by researchers of the same interview and comparison of

what was recorded and how it was written, A few more interviews

s "

were recorded by one researcher and then listened to by a second =-

: ¥ ¢
researcher who checked the protocol. Occasional checks of the

tdpes during the report-writing stage indicated a high level of

12



accuracy in the protocol material.

The second step, following the conversion of the taped inter-
‘views intotwritten protocol form, was to aggregate responses. This
was done by putting togetﬁer the response; to each question of all
members of a single group in one community. For example, all \\\
teachers' responses to_the quest{éh\gﬂ‘what they thought children
should be learning (chapter 7, quesiionﬁ?ifag;e cbmbigzﬂ. This
procedure allowed us to examine the responses of all members of a
group to the same question, making the group - teachgrs, aides,
administrators - the main unit of analysis. | )

The third step was summarizing responses of all members of a
grbup to a partiéular question. Categor1es were developed and the
number of people whose responses fell into each category was re-

" ported. Care was taken at the summarizing stage to report as.fully
*.as possible the variety of responses, including mention of many
points made by single individuals. Categorizing always simplified
individual responses by combining them with others that are only
similar, not identical. In addition, categor1es are usually less
spec1f1c than the statements actually made by respondents. For
example, when a certain ngmber of teachers are reported as having

included "helping children become more independent” as one of their

goals for teaching, a number of more specific statements about what °

that means to individual teacher.. and the examples given to R
illustrate, are glossed over. For this reason, there is a tendency

in summarizing responses to give more detail in describing an-

13
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*  unusual response than in describing a uniform response from several

people. The bulk of the text of this report is devoted to a fairly

straightforward reporting of what people said, in summary form.
) -~

The foregoing aescription of metheds of processing the inter-
view data deé]t with the taped intgrv%ews with teachers, aides and
administrators. Since the parent interviews were recorded in
written form, and many response categbries had been developed before -
these interviews were conducted, they were much easier to process.-
The report on the parent interviews is mainly a tabulation of re-
_sponses Fo closed-ended questions‘and a summary of responses to
opéen-ended questions.

Actual analysis of the data followed the summqrizing stage.
Two forms of analysis were applied, both closely tied to the data

_in its summary form. One involved comparingwthe responses of
different groups to the sime question and drawing inferences for
making recommendations based on the‘differences or similarities ___
amoﬁg;groups.' This, of course, applied only te@ thosécquestions
aske& o% more than one group. The other form of analysis involved
drawing inferences, ;peculating, or making suggestigns based on
éhe responses of people in one group to one question or set of
questions. The major function of analysis was to identify issues
that seemed relevant to the functioning of the program and that
would reward further attent{;n, either By the researchers, the EDC
staff, or the.people in the communities.

&

There were some difficulties in analyzing responses that should

%
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be noted. This was due in part to the different roles of the -
members of the administrator group, as well as to the different
mode of interviewing the parent group. /With teachers and
aides, the numbers were equal and the context for working the
same - the classroom. There were fewer administrators and their
roles were more diverse. In reporting administrators' responses,
less aggregation was possible, which, in turn, made it hard to
compare the resporises of administrators as a group with those of

teachers or aides. It was difficult.to compare responses of parents _
with. other grouﬁs because the mefhod of interviewing them and re- ’
‘cording their responses was different. The difficulties have not

prevenied us from attempting éomparisons, but readers of the analysis

sections of the report should take these differences into account.

1.7 PROGRESS REPORTS TO THE COMMUNITY $
Two progress reports were made to Burlington before the >
complet%on of the final report. Written drafts of selected sections

of the final report were distributed to the community and the re-

o

searchers talked with the people there aboutsthe material. The
progress reports had several purposes. One was to give the peonle
we interviewed an opportunity to participate in the revision of
-some sections of the final report before it was completed. We had
romised them this oppo;tunfty when we first arranged to do the

intéryiews in order to avoid the kind of situation where people - B

~
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cooperate with a research endeavor and then see the publication of
its findings with very little on-oing knowledge of its process and
results. We did not promise to totally revise the report according
to the community's suggestions, but did promise to take all sugges-
tions into account and at least to note desires for revision in our
final report. Another putpose of the pregress reports was to
receive comments end suggesitions on our work that could be incor-
porated into the final report to make it a more useful and televant
document. A third purpose of the progress reports was to §ive the
people interviewed a clear understanding of how we were dealing
with the materials included in this study so that they could
knowledgeably assess its strengths, weaknesses, and applications.
The first progress reports took place in harch, 1974. The

parent reports had been completed in draft form by th1s time, so

" they were presented in their entirety to the parents who had con-

ducted the interviews and to other 1nterested parents and staff.
The section of the staff interviews that was reported ine]uded
questions about opinions on what children should be learning,
assessments of the degree to which'children in the program were
1earn1ng those things, and opinions about the va]ue and extent of
parent involvement in the school. Conférences were held with
Burlington edministretons. Teachers ‘and aides met together with
some non-Follow Through teachers beceuse the progress report was

scheduled during a day when a1l classes were suspended for in-

—-service activities. This largé group was divided into smaller

A
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discussion groups for part of the session.

The meetings began;with an overview of the research
project, outlining who had been interviewed, what topics had
been explored, and a description of the method we were using
for summarizing and reporting the data. This description was
f1lustrated by a written 60cument containing actual summaries
from the protocol material”of responses to one question.
Comparis&n of the summaries with the draft of the section of
the report that was based on those summaries provided a clear
picture of how fhe researchers ;ere working with ‘the material.
Sma{l group discussions allowed people to say whether they

felt the reporting Qas accurate and whether they felt it

warranted revision.

) We\foundjby‘going through this process that there were

some points af which our interpretatioq of the data was
differen§ from that of the peaple we had interviewed. In
Burlington, we 1earﬁeq that some people felt that their confi-
dence had been'violated-by the‘Waydthe~responsesbwere reported.
In one case we saw quite c1éa}3& that we had included too much
personal detail. We concluded from this case that unnecessary
5ersona1 1nformatﬁon was seen by the community as needing to

be revised or e1iminated; Ve apoﬁogized to éhe peogle involved

and stated that we would try toavoid inclusion of unnecessary

H
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personal detail. At that time, we failed to-understand arfd

”

appreciate -the extent-of- the problem. The result was that during

L J
the second progress report, in early June, the same problem came

k]

up, only-compounded by having been repeated.

We scheduled a second progress reeﬁrt for early June. This
tife deaft copies of the section we p]anﬁed to discuss had been
sent befyre we arrived so that they could be read in-advance.

We traveled to Burlington in Jung and met with droups of'
teachers, aiées and some administrators. Weldiscovenedjthat the
confidentiality issue was much ﬁore serious than we had undérstood.

One major problem was that people in the\Burlghgton Follow Through

4

community felt that they could identify dnyone who was described
at all in the report. We had thought that the problems in this
area would be (1) if names were attached to stagements,aﬁd the re-

port read by people outside the community and (2) if people could

>

be identified with negative commgnts, partitular]y comments about
individuals. We omitted the names of all people interviewed to
deal with the first problem and were careful to, avoid the second.
. /

But the major issue seemed to be that some Follow Through staff did

2

not want to be identified with their own statements in their-own
community. They wanted all comments, not just négative ones, to be
co&p]ete]y angnymous. We had interpreted our promise of confiden-

tiality to mean that names would not be attached. Some of the

T e—



people interviewed interpreted it to mean either that no

one would be able to identify them or thatvno one would

ever see what they had said, even if they could not be

individually identified.

This was a shéck to us since we had tried hard to
make our work constructive and had considered ourselves
conscientious in the treatment of the data. We ag;ééd to °
do our best to omit references in the final report which
would identify a particular individual, even ézough we }elt
that this would render lifeless a rébort that was already ' s
becoming e;céédingly general in its tone. 'Even this com-
promise was questidhed by some who feit that their épinions
would be distorted by selective quotation. We agreed that
some di§toytion would necessarily be introdqced'by the
rg;earéhers'.selection, but asserted that this was unavoidable ey

and' that we would takg responsibility for it. . “ SL

The issue of conf%dentiality and its interpretation was

most saiient among some of the Follow Through aides. Seeing o
e
one's own interview resporises in print, however anonymously,

can seem too Eevéaling‘ An additional factor might have been
that thé clear error made in the first progress report sensitized

~

pedple\59 the .issue of confidentiality and raised their concern

¢ 19



L

-

. . i
about that aspect of our reporting. Confidentﬁajity became the pre--

domwnant theme of tbe discussions dur1nq the June visit and limited
-exploration of opinions on the subsxantwve content of the draft section
. being reviewed. { | .
We feel that the most construcc{verthing vie can do on the basis of
this expgrience is to reaffirm the necessity for reqular contact between
researchers and the people at the site.in which researchf}s conducted and ',

emphasize the importance of clear mutual-understanding;of how the'infor~
’ - 3 . , )

mation is to be used. Ve will be much more careful in the future in

A

explaining how people's responses will be rehqrted.
The full report was sent to Burlinqtbn ianovember 1974. 'Ne redUested

that the people who had part1c1pated in the research review the completed
¢
study and send us their comments and suggestions. The d1scqss1 nd

]

exchange of views between community representat1ves and EDC Folldﬁ Through

staff which fo1lowed Droved to.be a complex and very 1mportant phase of
. e i '}

" the total resaarch prpcess. Each‘comment angd” suggest1on by the community

was most. carefu11y considered. ilumerous chanqes were made wh1ch reflected~ :

the community's concerns and EDC Fo]?ow Throdghgs comm1tment to thewanteg- .

R

rity of the research nrocesws. e feel that a product1ve balance has been

2 .

achikdved in this f1na1‘?¢port This process wds completed in March 1975.
t

<-~The final report will now be distributed to the U. S. Office of Education

L2
and shared with EDC Follow Through communities and others interested in

the deve?opment of Follow Through and open education. , N 1 t

1. CRITIQUE OF "ESEAQCH PROCEDURES AND FURTHER RECOMMENDATIONS = -

a4

, The research procedures for this study were chosen to fulfill twow

purposes: 1) to develop a broad data base, with a focus on the work of




EDC advisors, as well as }po describe the EDC FoTlow Through program in
two commgnitiés, and-2) io pr&vide useful formative information to the
people-at the two community sites. . ;5 '

‘Qith regard to‘our first qgsearchxpurp-;e, 4S listed above, open
. ended interviews were chosen as the method for data collection. This

was done to allow issues to emerge that were of concern to the groups

interviewed. In our opinjon, we feel we have been successful in developing

-

-a_broad data base.and in identifying many issues of importance.

A reporting procedure that proved to be particularly effective was
the aggr;gation of responses of all members of a group to the same
question. The édvantage of this approach was identificatior of areas of
K agréemént and disagreement among membe;s of a group and ghe Qo:s%bility

for generalizations about the opinions and experiences of people in each

pw

group. Aggrggatéd reéponses also facilitated comparisons across groups

on those questions askeg of more than -one group. A disadva&iage of this
approach was that it céncealed some of the imporfént points de&eloped by
an individual throughout that person's whole interview. Some individuals

interyiewed stated themes that recurred througnout their interviews, .

indicating their importance and providing a wealth of detail on selected ’

‘issugs. Aggregdting responsgsvdiluted this kind of informaticn.
| Another, procedure that merits further comment was the training of
parengs to interview'other phrehté. This‘was werthwhile both in facili-
tatipg data Eo}1gction for this research project and in confirming our
belief that ofher aroups, -not only researcher§, can collect valuable
information. fGiven the modest amcunt of training provided and the lack

of on-site supervision, the results of these prncedures were quite good.

* H
The panent-interviewe%s proved capable and responsible. We were assured

. S
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that our qecisioﬁ not to try to tape record interviews with parents

was 2 wise one, even though ‘the lack of such recording made indepen-
dent verification of responses impossible. Such'verification would
have been helpful when fuller informatibnnabout a specif%c comment

was needed for clarification. In addition, such verification would
have been heipful in assessing the dearee of interviewer influence,

as in the case where three of tée fdur parenizﬂﬂﬁg had several negative
things to say about Follow Through were interviewed by the same parent
interviewer. ]

Hith regard tg our second research purpose - to provideﬁusefu]
formative infonnation; we had hoped to make our findings immediately
available to peonle in the cormunities by providingffeedback at regular
intervals during the school year. The need-to travel some distance
to the community sites limited our ability to develop the kinds of :
on-going personal relationships énd informal reporting procedures we
had intended to be an integral pa;t of the process of this reséarch.

As the research procegded, we‘began to realize that our commitment to
4etai]ed intirim reports locked us ikto a kind of writing style that

at times became too lengthy and vepetitive. This final report woula
have been more cbgent ana immediately re]ev;nt to ;ommunity needs had

it been sherter and more selective. For‘exampie, a few issues could
have been singled out as especia]]y)imphrtant and evidenca marshalled
from whichever parts of the interview were appropriate. Instgad, we
tried to report the detail of, what was said in response to all questions,
so that readers of the report could have the background information to
identify iséues‘and mgke their own inferences, & each stage of the

reporting procedure.
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We had assured the people at the sites that anything

said in the inteviews would be reported in such a wéy as not
to identify individuals. We learned that this was impossib]e

to do in all cases. We now believe that the definition of

confidentiality must be spelled out more carefully in advance.
It also seems that less rather than more confidentiality should
be promised. That is, respondents should be assured that their
names will not be attached to stafements but should be made
aware fhat some statements will be Guoted and that infor-
gmation/included to clarify their role in the Follow Through
program may make them identifiable to otﬁ%rs at their site.
This would be less of a problem if data collections methods

other than interviewing were used.

Lastly, another problem we encountered that limited the
formative use of our research was the unexpectedly large amount
of time réquired to process the open-ended interview data.
Instead of going through two complete cycles of data collec-

tion and reporting, we were able tohcomp1ete only one cycle,

with the final reporting coming late in the year. In order to

be used formatively, research and feedback needs tn be conducted

in shorter cycles, perhaps a few months in duration.
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Another way of describing what now seems to us to be a potentiallv
superior research design involves making a sharper distinction
between the two functions of (1) providing useful formitive inforﬁa-
tion  to people in the sites and (2) developing analyses ‘of important
issues based on the data. The first function needs short cyclesvof
data collection and reporting jn order for the data not to seem out
of Jate to the people who providgdeit. The second function needs
more time and a variety of data tb be done well. Therefore, a more
promising design might begin with simple data collection procedures |

-designed to reveal some important issues. An example of such-a

LY

procedure is. the one described by Ripbey (Studies in Transactional i

Evaluation 1973, pp. 14-66). He expldins how questionnaires may

. be constructed out of comments written by-the "subjects" of the
research. The questionnaires provide a quick and effigient means
of assessing the amount:‘of agreeméht or disagreement about issués
raised by the people in the sites themselves. Researchers could
then select from the issues raised, ones that seeﬁéd especially
jmportant and émenab]e to further research. We have identified
such issues in the research reported here, but jt required a full

year's exploration. v

1 The process of identifying and exploring issues in a variety
i of ways can make it possible for the researchers to develqa.g

\ careful analysis of several of those issues, backed by various

: /ﬂ kinds of data, during and after the time when they are collecting




ana reporting data in the sites. The analysis would not have to o
be reported with the same speed or in the same form as the raw data.
It might, for example, come out several months after the data col- .

' lecting had ceased .and take the form of a brief article addressed

to a wide audience, including beople in the sites and others
concerned about Follow Through and Open Education. We hope to

move in this{girection,with future EDC Follow Through research.

The final report on the 1973-74 EDC Follow Through research
will’be shared with the people in tﬁe Burlingtén Follow Through
program, the EDC advisory staff,dthe U. S. Office of Education,
people in the other nine EDC Follow Through'tonmunéties_and others

interested in the development of Follow Through and. Open Education.
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CHAPTER 2 |

}.
BACKGROUND INFORMATION: BURLINGTON TEACHERS,

AIDES, ADMINSTRATORS, ARG PARENTS

2.1 INTRODUCTION

We asked a few background questions of all the gfoups we interviewed
in order to get a picture of their previous work experience, educdtional
background, length of time in Follow Through, and the way they learned
about and became 1nvolved\in Follow Through. hThe ;esponses to these
questions are summarized here in order to give a picture of the people
we interviewed. Some of this background 1nformat105 was useful to the
re;earchers in understanding differences in responses to the succeeding
questions 1; the interview. For example,.experiencedrfeachers tenqed
to respond to some questions differenfﬁy from teachers who were just
beginning their teaching careers. However, the maj;r function of this
information is to suggest that the backgrounds of the people we talked
to are much like school personnel and parents who are not involved.in

= 4

Follow Through.

‘2.2 TEACHER BACKGROUND

-

Educat1on Of the eleven teachers in Follow Through, two teachers
had not completed college but were eertff1ed to teach under Vermont laws.
‘Both are taking courses to earn degrees. Seven teachers had bachelor's

' :

" degrees. Two had master's degrees. Oﬁe said she was ‘taking courses .

toward a master's degree.




Teaching Experience. The average (mean) number of years teaching

for the eleven teachers was 8.5 years, counting the current year. Some
teachers were beginning their first year of teaching; one was in her
thirty-fourth teaching year. The average (mean) length of time teach-
ing in Follow Through was 2.5 years, with a range from one to five )
yéars. )

Non-teaching Experience. Four teachers had worked outside the

field of ieaching. Their jobs included office worker, waitress, tele-
phone operator, journalist, editorial secretary, and research assistant.

Entry to Follow Through. Three teachers had been teaching in non-

Follow Through classes and were asked to become Follgw Through teachers;
all three felt they had the opportunity to choose whether to get in-
volved with Folloﬁ Through. Two teachers visited the school becauge‘
they had hea;d about Follow Through and were interested in the open
classroom. They liked what they saw during their visits and applied for.
teaching positions. Only one teacher had taught in an open classroom
before becoming a teacher in Follow Through. One teacher had been
teaching in another Burlington school and visited both of. the schools
with EDC Follow Through classes. She liked the approach to teachigg .
and the feelings among the staff in both schools and applied for a |
transfer to both.. It was only after she had been transferred that she‘
learned about the Follow Through prog;am. Two other teachers_ said

they applied for teaching jobs in the school without ﬁpéc%al knowledée- .
of or interest in Fo1low'Through. One @éacher had been working in the
learning center (library) at the school before moving into the class-

room. One had been an aide in Follow Through and earned enough credits
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to be certified as a teacher. Another had been a student teacher at

the school.

% 2.3 AIDE BACKGROUND
Education. Before becoming aides in Follow Throuch, four of the

eleven aides we interviewed had not completed high school. Eight had

high school diplomas. Three of those had post-high school .education - -

one had some college, another had two years of nursing school, and % | \
third had compleied college. Only the aide who had a college degree »
said she had nof continued her education since becoming an aide. All |
of the other ten aides had taken some courses, though not all were

taking courses at the time we interviewed them.

|
.. j
Experience in Follow Through. The average (mean) number of years
1
i

the aides had been_in_fgl]gg_jhrough was 3.8 years. The range was 1.5 .
to 5 years. 7 B

Experien;e before Follow Through. Ten of the eleven aides had "{
held’ jobs before becoming aides in ;ollow Through. The onVy one who
had.not was the one who segan working with a college degree. The jgbs 1
J aides held included nursing, babys?tting, sales, office work, ahd

waitressing. Three had pre-school experience, two of those in Head

Bl - -

Start.

v Entry into }olléd'Throughu Six aides became involved in Follow Through.
because their‘childrén we;e in Follow Through elasses. Invoivemen} fn ”‘ o
Follow Through as parents iné%hded,helping with testing (adminfstergg B !
by SRI), volunteering in children's classes, and part;;ipating in ¢ | ]

Follow Through activities for parents. Four mentioned 1iking to work - '
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with children as reasons for their interest in the job. Two had taken
special training courses for aides before beginning their work. One
said her taﬁing the job was a matter of pride for her, pride in being

able to do a job and finish college.

A Comparison of Teachers' and Aides' Experience in FT

A3
4

Teachers Rides

Years Teaching VYears in FT  Years in FT '
mean=8.5 mean=2.5 mean=3.8

range=1-34 range=1-5 range=1.5-5

2.4 ADMINISTRATOR BACKGROUND
Education. The two principals-had both bachelor's and master's
degrees and the project director had a baghelor's degree. A11 three

-

mentioned that they are still taking courses in the Burlington area.

Administrative Experience in Follow Through. The prpject director
_had been in her position for five years.* One principal was beginniﬁg'
his fourth year with Follow Through, and the other was beginning his
second. The average (mean) length of time in Follow Through, counﬁing
the current year, was 3.6 years.

x

Teaching Experience. A1l three administrators previously had been

. teachers, the average (mean) number of years being~4.8years. The project
director” had taught 1 1/2 years. One principal had taught for five
years, the other eight. .

Administrative Experience. Bogh principals had previous adminis-

A

trative experience before coming to Burlington. One had been a vice-
) N
[

*The.gurlington Follow Through Director, indicateﬁ in this }eport,
resigned effective February 1, 1974 and a new director took over.
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4 principal and principal. for a total of five years. The other p?évious]y
had been an administrative principal.

Experience Qutside the Fie]d of Education. Two of the three

administrators had,worked outside the field of education. Their jobs

included textile lab worker, waitress, and bakery worker.

Entry into Follow Through, The project directof*hnd been approached

. by a principal to apply for the position in 1969, a year after the pro-
gram haé started. She*was interviewed by various people in the school .
and met with EDC staff. One principal entered the school and the pr&gram
the following year. He was selected by a process which included parents; R
the home-school coordinator, the Follow Throug; director, principals,
assggtant superintendents, and the superintendent. The other principal
was already et his current school when that school was added éo the EDC

Follow Through program

2.5 PARENT BACKGROUND
Responding parents: - 14 mothers of Follow Through children

Current employment: 6 mothers reported working at’this time
. 3 fuill-time
. 3 part-time
reported not working at this time

Education: reported 8th grade or less
. reported some high schooi
reported completed high school

reported some college

— g (o]

Number of children in Range: from 2 - 9 children
parent's care: 4 mothers: 2 children
. - 5 mothers: 3 children
3 mothers:' 4 children
1 mother: 7 children
1 mother: g children

* See page 30
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Ages of 9hi1dren:

Children who had
participated in
Head Start:

L4

Range: from 2 months to 18 years
of age

e
7 mothers reported having had children
in Headstart
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CHAPTER 3 ) |

¢ ° e’ N " s ’
OVERVIEW OF CLASSROOM ACTIVITIES:
BURLINGTON TEACHERS AND AIDES

¢ 3.1 INTRODUCTION .
(/ " Teachers -and aides were asked to describe a "typical day" in
their classroom. This section was included to elicit a broad

description of the teaching day.

3.2 .SUMMARY OF TEACHER AND AIDE RESPONSE

¥
4 "

Based on the responses given, we have selected the following ‘

categories for.inclusion in this report. J - ks

- ~

1. Organization of classroom learning

2. Planning for classroom activities

3. Special qualities teachers note about aides ihey .}
work with and aides note about teachers they work
with )

© 4. Time spent outside of class oun work Jelated to \
teaching .. i '

1. Organization of classroom learning

, ) Four basic patterns of classroom organization émerged from
the responses of Burlington teachers and aides. Pattérn "A"
js characterized by gyfairly structured morning, teachér di- ’

rected and focused on academic skills and an afternoon includ- ~ s
ing more creative and free choice aétivities. 'Pattehé "B" is
\25 characterized by the predominant teaching.arrangement of "three -

~ v
. .
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adu]tsithree groups," the three adults Bging the teacher,
aide, and.studént teacher. Each adult is responsible for a
group of children, although tﬁg children may work in groups

or fndiviqdally, Free time for projects, and choice ofs activ-
» ities tends to oceur in the afternoon. Pattern "C" emphasizes
a rhythm of activities, moving back and forth from large group
aétivitieF to individual add small group\:ctivitiesl Large
group actfvi*iés.are ysed- to tie things together! By direct-

.ing the rh;*hm of thsrday, the teacher 1§ able to foct:
activities and to aliow chaldren time to choose what they
would like to do. In Pattern "D", the children are highly
ilinvolved in p]anﬁing and taking responsibility for their dai]y
activities: ﬁithough individualized act1V1ty predom1nates, 4
there are t1mes for small group sess1ons and for the whole
group "to get together. Adalts periodically remind children

"l )
to dg their skill work and circulate to help.

2. Planning for classroom activities

]

Host of the tegchers take primary responsibility for
planning. Teachers and aides work together in class and discuss -
things after 'school. Tvo teachers felt there was little time for}
nplanninq together, Two Other tea;heés indicated that all /
adults in their classrooms are equally involved in the

plsnning.
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Most aides indicated that the teacher takes the lead in

%

structuring theiday. They- felt that they had opport!un‘.t"res' a !
for input, such as giving their ideas, opinions, and planning
for thetr own groups. Three azdes emphasized their feeling

that they Share equally in plann1ng the classroom day w1th

the teachers.

-

3. Some special qualities teachers note about aides they
work with and aides note aboui teachers they work with

This topic is inclqﬂed ;o‘bi e a sense of some of the
‘ \

. . G
qualities which teachers:and aides value in the person they

! « o
_work with most closely in their classrooms. ) K
Most teachers “interviewed mentioned 11k1ng each other and
work1ng welc?together as very important in ‘their teacher aide
relat1onsh1ps. F1Ve teachers stressed the value of work1ng
together for several years, saying it takes t1me to develop . 4
"good communication and consistent adult behavior w1th ch11d*en
They taﬂked about - persona] qua11t1es they va]ued in the1r
) a1des,~such as sens1tiv1ty and-knowledge of the school

neighborhood. They\appreciated not having to’ give a lot of

[

directions to their aides and }he aides' ability to 1n1tiate
activities. Perhaps, most of all,’ teachers .valued having
. another adult to relate to in the’classroom. -

Most aides emphasized that their teachers.ask their opinions,

. welcome their_suéqistiods and consult them before making changes. . -

L]
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Sharing experiences and talking about tQé children is
considered important. 'Aides who valued working on their own

* appreciated working with teachers who value that capacity in
tr~ir aides. Several aides mentioned that they like it when
things are organized and they know what they are going to do.
Two aides addressed the importance of sharing work equally
w%th the teacher. Several aides noted that they value working
with the same t@acher over time, recognizing that it takes

-

time to build good working relationships.
< * i W
4. Time spent outside of class on work related to teaching

This question was iﬁtendgp to explore some of theddimen-
sions of teaching (when and where teachers and aides do
. different kinds of work related to teaching) that are not
clearly evident in a description ofjtheir actual classroom
day. The following categories emgﬁbed from their responses:
Teachers do work related to teaching before and after
school, in everings, on weekends, and on in-service days
and during evening meetings.//ExamDIes of the
kinds of work done during t?ése times {nclude planning, record
keeping, talking about thé/éhildren, making things, and
correcting children's worﬁ. Most teachers report that they

spend an average of two,%ours a day, before and/or after

« school, on work related to teaching, with some teachers

spending all of thisyiime at school, preferring not to take

’




work home. Several teachers pade the point that they have -
lives outside of their teaching responsibilities that take
priority during the time they are at home.
) Aides reported where and when they do work related to
.teach%ng in the same categories as the teachers. ‘Jhe kinds of
work done at these times included planning, discussing chil--
dren, record, keeping, prepara?ion of the classroom; running
off worksheets, checking chiléren‘siwork, reading to learn

. about a subject, developing ideas, and at. 'ing meetings.
The overall impression is that aides give a great deal of
time and energy to work related to their teaching. The range

of their activities is broad and reflects individual commit-

ments to and definitions of the needs of teaching.

3.3 ANALYSIS OF TEACHER AND AIDE RESPONSE

. The four basic patterns mentioned above describe trends in
classroom organization. Most classrooms combine some elements of
“each pattern, although each classroom predominantly illustrates
one of the patterns. These patterns suggest a variety of ﬁossi-
bilities for structure with openness.

Most teachers and aides view the teacher as assuming primary
responsibility for planning the classroom day. Some indicated that
all adults in their ciassrooms share the planning equally. In all
instances, aides are involved in the planning process. ' Definitions

of "planning" varied. Teachers and aides seem to seek agreement on
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the overall structure of the day, with freedom for spontaneous
response within that structure.

Teachers and aides value working well together and recognize
that it takes:time to deve]op‘a good working relationship. Teachers
appreciate aides who independently initiate activities, and aides
value oppertunities tq work on their own. Achieving a good balance
of teamwork and independent response seems important to all the
teaching adults. -

The overall impression is that these teachers and aides spent
a great deal of time and energy, in addition to their teaching day
with children, in activities that are directly related to strengthen-
ing tﬁeir work during class tfme. Teaching doesn't "just happen." A
sense of how much time it takes to preoaré well for teaching in
proportion to how Quickly children can complete some activities is

brought home by the comment of one teacher - "It takes a while for

you to plan it, and it takes them only ten minutes to finish it."

e

3.4 DE}AIL‘OF TEACHER AND AIDE RESPONSE .
\‘
. \‘
In this category we have included composite descriptions of

1. ‘Organization of classroom learning:

four basic patterns of classroom organization. These patterns

emerged from reviewing the interviews of all Burlington Follow

teachers whose classroom organization seemed to be most closely

represented by that particular pattern. Each pattern illustrates
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a significantly different approach to the organization of
classroom learning during a "typical day." The purpose is to
outline the major trends.y classroom organization represented
by all the teachers and aides interviewed.

Pattern "A"

Pattern "A" is characterized by a fairly structured morning, * //,/////”

directed by the teacher, in which children work on skills re- 5T

o

lated to reading, writing, and math. Children may work
independently on individual assignments or in small groups with
an adult. Ouring this time the teacher may read aloud to the
group; children may read aloud to an adult or silently; the
group may work on‘a ciass newspaper or fﬁ individual journals.
The teacher sometimes works with a group-on one topic and adults
often work with individual children. Af the end of the morning
there may be a free choice of activities for children who ‘
complete the academic requirements for the morning.

The afternoon continues the morning focus on comp]étion of
asgignments as well as includjng more creative and free choice
activities such as music, cre;%jvélmovement, creative writing,
and individual projects chosen Bx‘the children. There may be a
time towards the end of the day wﬁbn children can choose to
work in the ilearning and resource centers outside the classroom.

This "free choice" time is often extended as the teacher gets to -

know the group and what ‘kinds of choices and freedoms the chil-

dren are ready to handle constructively.




Pattern ‘g" ; &

Pattern "B" is characterized by the predonﬁnant teaching
arrangement of "three adults - three groups." In these classes
there are three teaching adults (teacher, aide, student teacher
or two teachers and one aide). For reading and related activ-
ities, math and sometimes arts and crafts, each adult is
responsible for a group of children. During these group timés,
the children may work together with the adﬁft as a group or
may Qérk on individual assignments. Some group; seem tg be

_' arranéed by ability; others seem to be arranged in order to
~facilitate the sharing of responsiéi]ity among the adults. One
variation has four groups of children. Three groups work with
adults while the fourih group chooses their own activities.
Thé groups rotate so that afl children get a chance
to work in a group and on their own. Another variation Eas
. » ‘ each adult taking primary responsibility for a.particular~
learning activity (languace arts, math, and arts and crafts)
and the children staT with their group and rotate to each
. activity. {
As in Pattern “A", the.emphasis is on the more academic skills
in the morning. There may be a choice of quiet activities as children
complete individual assignments. Tiiere may also be a short "free"

period for the entire class at the end of the morning or getting

together to listen to a story.
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The afternoon may continue with some teacher-directed group
activities, such as printing, arts Snd crafts, reading and drama. |
Free time for the whole group to work in projects such as Qeaving
and making maps and for children to choose areas of interest (science,

workbench, playhouse).tends to occur during the afternoon. Adults

" circulate and work with individuals. At the end of the day the

class may get together to share what they've done.
N Pattern "C" _

Pattern "C" is characterized by a rhythm of activities, moving
back and forth from large group activities to individual and small
group activities.

Each class emphasizing this pattern tends to start the day with
a large group session (singing together, developing a class newspaper,
talking about the calendar, weather, science, sharing ideas). This

is followed by a work period where adults work with individuals and

small groups. This may include content such as numbers, shapes,

colors, math games, language, and paper and pencil exercises. One
;eacher said, "We accomplish most of the learning in that time."
Children may also work on individual projects or in areas of their
choice. Then the whole group tends to come together for a story
time, perhaps with a fol¥pw-up activity. The group may talk about
things they did in the morning. This pattern (large group - indi-
vidual work or free choice of activity time) may re-occur several
times during the day. Large group times are used to tie things

together. By directing the rhythm of the day, the teachgr is able
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to direct activities and to allow children time to choose what they

would like to do.

Péttern "D" ( )

Pattern "D" is characterized by a high degree of involvement of
the children in planning and taking responsibility for their daily
activities. -

The day begins with a large group planning meeting. Free choice
activities, based on children's interests, take the first major period
of the day. Adults ma& {ntroduce an activity and children can choose
to participate. Children choose math and reading activities, a; well
as working on individual projects and jn areas. Then the groug gets
together for a story, often having children read to the group. This
is followed by a large block of time for quiet work.... "Meséy things
are usually ruled out." There is a free flowing phttern--chifdren
working individually, in small groups, with adults and on their own.
There are periodic reminders by adults for childrgn to do their skill
work. "“If one has not done anything academic by 10:30, it's a good
idea to get to do some reading or get to do some math." Some n
cnildren write their own contracts for reading and math work.

The afternoon may begin with the teacher reading in the library,

to those who would 1ike to come, while other children work on their

contracted assignments. This is followed by a reminder..."it's

understood that if you have not tackled your math by 1:00, now is °

the time." Children do individualized math in workbooks. Teachers

=
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work with individuals and small groups at various unscheduied
times during the day. 'Tﬂree reading groups meet daily with
teachers. The day is completed by a sharing time for the whole
group. Childrenéchair this activity and those who would like
to share have to sign up during the day.... "Children have to
think about it - developing some kind of sense of internal

planning.”

Some comments about gym, recess, snack and lunch time,
which occur daily in every classroom:

* \

Gym takes piace at a set time of the day. The gym teacher
comes to work with the group one day a week at this time and
the teachers and aides supervise follow-up of the activities
introduced by the gym teacher. One teacher added, referring to
her own class, )

"We have recently decided that we like to do gym

' in the morning instead of the afternoon, which is

~ a very revolutionary thing at Wheeler School. All

" first graders always do gym in the afternoon. It's
taken me four years to figure out that this does
not have to be."

This teacher has chosen an early gym time to get to the
outdoor space when no one else is using it. On the day when
the gym teacher comes they have gym at the prescribed time,
but every other day the class has more structured gym activ-
jties in the morning and free play at recess in the afternoon.

This decision was made because the teacher felt that "...things

. that are a little more difficult and require a &ittie more

-

energy and organization I find we do better in the morning."

€
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This teacher used her judgment as to when she and the children
function best for this kind of agtivity and felt able to make
the necessary changes. |
Each class also seems to have a daily recess time which is
mostly for free play with adult supervision. Teachers and(or
aides go outdoors with the class - sometimes they take turns.
As one aide put it, "They (the children) can do anything they
want to except for fighting. I'm just there to watch." Another
_aide said she feels it's a good social time for.the children.
Snack and lunch time seem to be occasions for children tak-
*ing responsibilities and helping to serve. These are also times
for good talk‘an& a chance to learn about individual children.
As one aide put it, h
"Dur;ng this time we pick up on a lot of conversation
with the children - we find out if they're having

problems and why their day may not have been going
well.”

\

At the time of these interviews the procedure was.for each
class to eat lunch in its owh classroom. Several teachers and
"aides expressed their feeling that children learned a lot at
lunch about manners, counting, serving food to others, taking
turns, and sharing, :As one teacher expressed it, "I iike the
responsibility that the childaen havé. I 1ike the atmosphere

of sitting around the table and passing things around." Her

¥eeling was that lunch was a pleasant time.

s

Several teachers and aides were dié}urbed about plans for




the new city-wide ﬁbt Tunch program which was going into effect \\‘
in a few weeks. As described, the new hot 1unch’progrdm would

involve large groups of childrip going to the gym to eat pre-

packaged tray lunches under tﬁi supervision of paid aides who do

not work in the classroom. Three teachers said they nad appeal-—"

ed to the principal to at feést let the trays bé served in

Follow Thrgugh classrooms.

One teacher asked if there was something in Follow Through
guidelines - "about éating with the ¢children and the importance
of having that as an experience."

At the timerf the interv%ews it seemed that, despite
protests, the new hot lunch program was going ?Head asfplanned.

One teacher said, "My perception now is that it's going to have

to fail a little b1t and then maybe we can try again.'

2. Planning for classroom activ1ties

14

A1l teachers and aides were asked about their part in planning
classroom activities and whether they plan together. A1l responded
to these questions, some in more detail than others. The responses
address some of the on-going issues for teachers and aides as they
evolve styles of working togefher.

Teacher's responses*

__Bing_tegghgxs,indlcated_that the—teacher takeshfwdﬁafw~respons%v~—~h'—-
bility for planning, although all of the aides are involved, in a

variety of ways, in the planning process. J




In one classroom the adults discuss things every day and the

teacher said, "I'm always happy to share the pianning with them
(aide and student teacher). They ??ve not volunteered. I al- )

_ !
ways ask for their suggestions."

In another class, the teacher, aide, and ;tudént teacher o
‘met to plan actjvities for the following week. In this siﬁua-
tion, the teacher said she initiates most things but both (aﬁ%e
and student teacher) feel free to bring their iQeas in, "wé
share a lot. At first they were reluctant to initiate but more
'and more they are carrying out their own ideas."

The issue of initiating idéas and activities ré-occurs in'a
number of interviews. One tgacher said, "] found myself getting
into a problem by not taking more of a leadershiﬁ‘ro1e." She

Qen; on to say that she's now taking a more active role iq
planning and working to get approval from the other teaching
aduits. Another teachef addressed initiating with regard to
“her aide, saying that the aide is starting to take more
initiative to do things on her own and the teacher is p{eased
and is encouraging her. This teacher and aide have worked to-
gether before this year. Still another teacher said she works _
- on plans, and her aide contributes suggestions and they work
—well-as é_team. She contrasted this with an earlier experience

where, "I wastthe teacher and she was the aide and never

initiated anything."

One planning pattern seems to be that teacher and aide discuss
Y. ,




things after school and then the teacher does most of the planning
. N

and lets the aide know the kinds things they will be doing at the

beginning of the day. The aide'wakes suggestions if she wants to.
 Tho teachers indicated that all adults in the classroom were
equally involved in planning. In one class, each aault takes
responsibility for®a major activity and they brainstorm on how

each person’s activity will relate to the others.’ They plan on

a weekly basis. The second teacher sa}d, "The aide, studeng taacher
and I might ba doing the same thing," and, "I view our relationship

very much as a team féaching kind of situation where we would each

be ptanning and introducing activiiies.“

Aides' responses:

— :

Eight aides indicated that the teacher takes the lead in structur-
ing the day. A1l of these aides felt that they had opportunities:
to'contr{bute to the planning, and these opportunities for 1nput' .
tookha variety of formig One aide said, "The teacher has the full
day planned and 1 follow along."“She added -that if she has an
op1n1on about anything in the class, she feels free to tell the .teach-
er about it and feels that the teacher is responsive. She also sa1d
she feels the teacher would tell her if she's doing something wrong,
but this hasn't happened so far.  Another aide said that she and
the teacher she works gith, "Have been together long enough." They

have‘workéd together for several years and theiteacher always asks

‘ her opinion, so she feels she has made all the changes she wants to.

They plan together and discuss the children several afternoons each

i

. .
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week. .

Another aide said she and the teacher discuss the class each
morning'and each prepares what they are going to do. She added that.
each day's structure is prg;f?’much the same, so she knows‘what\she's

-

going to do and likes that.  ° -

t »

Another aide said she feels very much at ease withkfhe teacher
she works with and at least once a week the aide, teacher and student
’ <
teacher try to sit down and plan together. Often the teacher will

suggest something and "we'll try itn" This aide has had more experi-

" ence with Follow Through than the teacher she works with, and was

concerned not to”"éome on tco heavy" and asked the teacher to pleasé

tell her if something wag fot to her 1iking. The teacher seems to

héve welcomed any suggestions her aide has made and seems to value

her aide's experience. They talk together about probfems and ideas

and it'Z mutually beneficial. . ‘ ) ‘
Another experienced aide sai& that once q!qgek_shg-aqd the teach-

er usually have a planning meeting. The aide feels this is good be-

cause the teacheg'can then see the things hef aide is coming up wi%h and

can saf whether she approves. This aide feels\there are times. for an

aide to- take responsibility on her own and times to consult with the

feacher. When the teacher proposes any changes, she asks her aige{s

opinfon. She went.on to say, "I feel that most teachers are fair"

and rather than have long meetings at the end of the day "I'd much

rather she (the teacher) came up with what she wanted and if I didn't
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like ii I'd be very honest and tell her...which makes 2 good team," T ‘
| Three aides emphasized the1r feeling that they share equally
with their teachers in p]ann1ng the classroom day. ' .
One of these aides said that the teacher 1n1t1a11y decided which .
learning area the aide shou]d be responsible for and now the aide is
in charge of this broad actlvity and has to plan and prepare for it.
The teacher and a1de plan together to coordinate what they are doing.
They often have a topic for the week and this. helpsyto integrate

activities. Another aide said that she.and the teacher come in

regularly before the children-arrive to get the room ready, talk

about what happened the day before and plan how they will share ‘
responsibw]ity for the coming day. The third awde who responded 1n !
this way said she and the teacher plan together»regu]arly and share - i
the same things. She commented that they have. been working together
for several years, ,,and "The conversation between us is great" - she
indicated that they communicate very well ‘"We plan our day ahead

of time...we have things to talk about “ \ ,

14

3. Some special qualities teachers note about aides they work with
and aides note about teachers they work with

This topic is somewhat different than the others in thf% chapter.

in that it is not based on responses to a specific question asked of

teachers and ajdes. It is included to give a sense 'of scme of the .
qualities which teachers and aides seem to vaiue in the person they

}]

work most closely with in their classrooms.
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Teacher's responses:
i

"We 1ike each other and get along."

"We get along and work fine together."

"We work well ﬁogether. We like eaéh other and think
alike. It helps us be consistent."

Teachers,éeem'tO‘highli valué this sense of personal
compatability when working ip a classroom with another add]t.
. * Five teachers spgcifica]iy mentionéd the vaiue of a teaqher
' and aide working together for several years. It'ﬁ?kes time to
\ develop good communication and consistent adult“behavior with
children. One teacher said, "It:s better thaﬁ getting used to
. someone new each year." Another said it took her “a while to
" get used to working with an aide--at first she felt ;he‘was
being "scrutinized" by another adult in the c]assroém. It has
worked out well over time:
One teacher talked about personal qualities wﬁigh:she
*recognized and va}ue& in her aide. "...my aide is the kipdest,
moét loving, ﬁost accepting person of chi]dren‘l think I nave
ever worked ;ith.... She is the best one fbideal with individual
problems - the children will a]wayé talk to her." Thig teacher
went on to say thataher éide has chi]dren%of her own whém she
brought up in' the neighborhood and"all the parents know she
has the chiid;;n's interests at heart. Sensitivity to children
and kqowliggé of\;heir neighborhood is’a valued qqa]ity menj
tioned by several teachers. The fact that an aide has children
of her own is noted as .n asset By teachers.

/

~,




7

Three teachers stated their appreciation that they don't have

* to do a lot of directing. One teacher felt she had a marvelous aide

o

and expanded on that to say, "She's a real teacher, even though she
hasnftvhah7the (formal) training she has the instincts and she learns
all the time." She felt it was just like having another teacher in
the room. Another teachér complimented her aide's ability to initiate
things, saying, "My aide is just so competent that she thinks of
things to do on her own that I should have thought of...She's very
gdod Jt doing things w1thout me directing her." ‘
Another category ment1oned frequently by teachers relates to

the value of having amother ,adult to work with in the ciassroom. One

‘teaéher, in noting that her aide works with individual children as

one of the "teachers", added that she feels that this adult help is

essential to the individualized way she's been teaching. Another

teacher said of her a1de, "She can sometimes tell me something about
ia child that I didn't know, because she was working with the child.
This is a good help too." Another teacher mentioned that she had
"never worked with an iide before. She feels she has a reatly good
aide and Has found it a challenge to make good use of her. She
rea]}y appreciates the fact that they 1ike each other and work well

i

. toggﬁher. One teacher clearly stated that she Tiked having a number
~

|
1

o of adults_wqrting in the classroom this year. the went on to describe

| .
'\ some concerns she has about potential dangers to the growth of

: chi]dren's independence in having several adults in the room and
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suggested some ways adul'ts can work together to avoid those kinds

kinds of difficulties.

I think it has a lot to do with the adults because I also
have been very concernéd in Other situations with adults in
the classroom, because I also think it's extremely important
that children become independent, and one of the great dangers
of having a great number of adults around is that the children
have so much one-to-one attention that it's very difficult for
them to become independent. I think these particular adults
understand that about children and so they tend less than some
adults to get trapped into having kids be dependent upon them
when they needn't be. And it requires a lot of communication.
We're also fair game for someone who I say no to and there are
...other adults that he can make the rounds to see if they
might...So consistency and a 1ot of communication is very

important.

Teachers generally seemed to be quite sensitive to the different

personal qualities and abilities of the aides they work with and seem
concerned to see that work be shared according to what people feel

good about and ready to do and according to what they do well.

Aidesf responses:

Six aides emphasized that their teachers ask their obinions, wel-
come their suggestions,and’consult them before making changes.
Feeling that their opinions are valued by the teacher is considered
impértant by the aides\\

Severalfaides'state&\?hat they valued sharing experiences -
talking with the teacher about what the aide did with a child and é

" what the child said and having the teacher do the same. Most aides

liked the opportunity to share in the planning and the opportunity
to consult with the teacher on a regu]ar‘basis. One aide commented

that she likes talking things over with the teacher and having




a choice about which activities she will work on. She likes to
help individual children who are having difficulties and she 1ikes
to introduce special project§. Another aide mentioned that she
valued having the teacher ask her if she'd like to take an activ-
ity, and offerﬁto take turns. The e]eiépt of fee]ing she has a
choice about what she does is important.

Four aides who seemed to value working on their own appreciated
working with teachers who value that capacity in their aides. One
aide said, "I'm Tucky that (the current teacher) and most of the
teachers I've worked with have allowed me to work on my own."

Another said she feels it's important for an aide not to always be
told what to do by the teacher, but to use her own imagination.

Two aides addressed the importance of the teacher and aide
"sharing the same thiﬂgs." As one put it, "...we share the work
equally, right on the same level."

Several' aides said that they valued working with the same teacher
over time. Ogé aide who felt that she and the teache; she works with
have a "great rélationship" went on to say, "We understand\each other
and respond to each other's needs... We had to work at it." She
recognized that it takes time to build a good working relationship.

One aide mentioned that she likes it when the teacher takes the
lead in the overall organization of classroom activities. She
mentioned the example of the gym period, when the teacher whom she
workg with will divide the children into groups, "so we each have

only a few children to work with and can get it done properly for
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b them." Another aide said she 1ikes it when things are organized,
when the teachers give directions as to which adult should take
which group of children. Another aide said sﬁe liked the fact
that the room is "prestructured" and she knpws what she is going
to do.

i Time spent outside of class on work related to teaching

This question was intended to explore some of the dimensions of
teaching (when and where teachers and aides do different kinds of
work related to teaching) that are not clearly evident in % description
of their actual school day. What are some of the things téachers and
aides do outsidé of class time to'make their work with children

possible and effective? The followiﬁy”chart give. an overall picture

of the categories which the (11) teachers and (11) aides interviewed

mentioned in relation to this question.

Categories (where/when) No. of Responses
Teachers | Aides
- In school (before and after school) 107 10
before school: .4 4
after school: 9 8

- (During the school day in school)
(noon, recess, while other
~adult takes charge)

- At home - evenings

Weekends (at home or at schoo])

In-service days

Meetings after school (facu]ty)

Meetings at night (parents, etc.)

"Constantly think of it"

N =)o
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work before and after school:

Planning was specifically mentioned by (9) teachers as work
they-do during this time, Reépénses ranged from daily preparation i
to longer range planning. Two teachers emphasized meeting with the%r
aide and student teacher t; plan, go over anecdotal records, taf&
about the kids and what they (teacher, aide, student teacher) are do-
ing and how/;.hey might do things differently. They cgnéidered this
joint planning an important part of their day. One teacher defined -
pfanning as thinas directly related to organizing the classroom.

Making things, buying things with Follow Th?ough petgy casn,
collecting materials, prepaﬁing new activities, co}legting‘an "idea"
file, thinking about places to go on trips and cleaning up are an im-
portant part of their teaching. Three teachers reporte& using this
time for record keeping. ng teachers included correciing individual
children's work and reading children's journals and writipg notes
in them as some of the work they did after school.

Kindergarten teachers ré;erred to doing speech therapy with
individual children two afternoons a week,after their classes are
dismissed.

One teacher talked about havingmch11dren in her c1as§ "messing
around" informally after school, as a way for her to get to know them
better. Another teacher said she talks with parents after school.

Most teachers reported that';hey spend about two hours a day at
school (before and/or after school day) on work related to teaching

with some teachers spending a longer time at school, preferring not

‘ oy
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to also take work home. (See section on work at home). These
figures would seem to begin to dispel the well-known myth .of the
six hour teaching day.

Work during the school dayf (at noon, recess, and while the
aide is in charge)

Five teachers referred to things they did which were related

to teaching at times during the school day when they were not di-

rectly working with children. Correcting individual children's work’

and evaluation of children's progress were mentioned here. One
teacher reported mak&ng home visits to barents every Tuesday while
the aide takes charge of the class. Another teacher speéifica]]y
said that the noon hour was a valuable time for her to meet with'
other teachers.

Work at home, in the evening:

This category was mentioned by eight teachers. It included
the fullest expression of teachers' feglings about doing work re-
lated to teaching at home, as well as including a listing of the
kinds of work done at home. A sampling of these responses will be
reported for individual teachers.

-- A beginning teacher said that by 3:30 she usua]ly doesn't
want to stay so shé takes whatever she's doing home - some-
times it takes all evening. Making reading and math games
viere specifically mentioned and seemed to suggest a problem
common to new teachers in a school in which materials may

be present but do not seem to be readily available:
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"Sometimes I know they (the materials) are in the school-
but I'm not sure where to put my hand on them...itfs less
frustrating for me to sit down and make it than to try
to hunt it up."

-- *Ionly do things at home if there's a special reason (i.e.

preparing for parent conferences). I try not to carry my work

home because I've got a 1ife there too!"

-- "I usually spend about an hour a night working at home,
making up work‘for 23 kids at 23 levels."
-- "Although ! do some preparation of materials and record

- keeping at home, I try not to bring work home - it interferes

with my family.”

-- "Make charts and materials at home. I spend less time now

because I've just gotten many materials and before, I had to
make everything. Also, my husba;d has finally said to me, 'You
know there is an end to the (school) day!'"

-- "Writing notes to parents and talking Qith parents on the
phone." . |

-- "Once I get home, with a couple of childfen and involvement...
elsewhere, it's just very difficult to find time to work at home.

I spend most of my time doing work related to teaching at

school."

Four of the teachers responding in this category make the point
quite clearly that they have 1ives outside of their teﬁching responsi-
bilities that take priority during the time they are at home. It seems

impertant to realize that teachers are people and their lives involve
4

many different roles.




Work on weekenﬁs:

This ;ategory was mentioned by three teachers as an occésional
supplement to other times, doing such things as preparing materials
for individual children and preparing new activities. One teacher
. said she speﬁds some time on week;nds collecting materfals, but is
trying to do thai more at?school. Another commented that she does
more work on weekends at the beginning of the school year..."usually

don't take things home after January."
: N

In-service days
One teacher reported doing work in her room related to her
teaching on in-service days.

Meetings after school:

' A}
This category simply included “"faculty meetings."

Meetings at night:

One teacher referred to attending parent meetings.

"Constantly Thinking of it":

This final category conveyed a sense that these teachers consider
their teaching an on-going part of their lives, noi restricted in any
final sense to where and when work related to teaching takes place.

One teacher commented, "You're never free of it:-even in the summer
time. I'l11 see things and think, oh - this might be good for..."
Another just said, "I feel 1ike I'm constantly thinking about it."

These responses to the question about spending time outside the

class on work related to teaching are not expected to be all inclusive.

They were these (11) teachers' immediate responses to the question,



asked during a complex and lengthy intérView session. . The numbers

of responses in each category simply suggest major trends of when,” =
where and what kinds of work teachers do related to their teaching.
The largest numbers seem to refer ;p the most regular kinds of work,
which occurs daily or frequengly. The smaller numbers seem to

occur in the more occasfonal categories.

. Work before and after school:

1

Ten aides responded that they aiq work relateq to their teach-
ing at school before and after the school day. Seven ajdes mentioned
planning during this ;ime. Five specifically reported doiﬁg some
planning activities with the teacher (discussing chiﬁd%en; planning
a conference with the teacher; talk with‘the teacher about what they
can do to make things‘bettgr; talk about problems and ideas - "it's
mutually beneficial”, we (teacher and aiqé) plan our day ahead of
time, and have things to talk about.) .The emphasis here was on the
coimunication in their planning. *

Record keeping and preparation of'the classroom were included
in these responses. One aide said, "I make up a paqsg for work."
Another said she does "lots of running off worksheets - some I' ve
made up myself" and plans the work for her group. A kinder-
garten aide mentioned doing speech therapy,with children from other

classes, in tihe afternoon. One aide commented that she doesn't

do much during this time and feels she should do more.

Work related to teaching done dur1ng the school day (gym,
noon and recess)
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Two aides referred to work done during this time. One reported
that during the noon hour, while the children are away, she talks
with the teacher about the class. Another referred to gym and’ ;;

recess as valuable times to check children's work and get other We

ready. * ! -

.work at home, in the evening:

L3

Five aides mentioned doing some kinds of work in the evening.
Responses included doing some typing when needed; correcting chi];
dren's work; developing an idea for an activity.

D
Work on weekends:

One aide mentioned that she comes in every weekend withrher own
ciildren to care for the animals in the classroom. 1

In-service days:

One aide reported doing work related to teaching on iﬁiserviCe

days; another also mentioned running things off at this tinfe.

1y

Meetings after school: -

One aide mentioned attending afternoon meétjngs related fo
teaching.

Meetings at nigh;: : ;

¢ L

One aide specified attending parent meetings; another said
"I come back to any activity."

General comments:

One aide commented, "You have to give of your own time before
class and after class - there's just no other way.“' Another aide

directly stated, "I spend a lot of time at school.”
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, these resp?nses suggest that each aide spends a varied °
amount of ‘time on different kinds of work related to teaching out-
side 6f the ssngfl.day. The major emphasis is given to work done
before and after school, on breaks during the scgoﬁl day dnd.at o
home. The range of activities Tentioned js broad and reflects

individual degrqss of involvement in and definition of the needs

of teaching.




CHAPTER 4

BURLINGTON TEACHERS: WHO THEY WORK WITH AND HOW THEY VIEW
THE TEACHERS' ROLE IN THE SCHOOL

\

4.1 INTRODUCTION

Teachers were asked a series of four questi;ns. The first question |
asked them to 1ist the adults they worked with, other‘;han EDC advﬁsors 1
and their own aides. The next question a§ked who teachers turned'fo with i
probl they cou1dnft solve on their own. The third and fourth questions ' ' 1
probed teachers' feelings about whether they had enough influence in their {
o own classrooms, their school, and the Follow ‘Through program. 1
N The purpose of these questions was to elicit information about who
l:\\ teachersxwogk with other than EDC advisprs and their classroom aides and
\tgxget an idea about how the teachers feel about their role in the school.
’ Thfs‘informgtion is important in assessing how the work of EDC anisors
fits into the school and the Follow Through program as a whole.
The two questions about teachers' assessment of their ability -to
influence what happens in their own c1assrooms, the1r school, and thep
53 program as a whole, were intended to he1p us get/a sense of whether the

teachers feel independent and effective or wheth%r they feel they must

primarily respond to the directions of others. /*

4.2 SUMMARY OF TEACHER RESPONSE / ~ 7
y
Burlington Follow Through teachers repor;ﬁd working regularly with
a wide range of people: administrators, coordinators, other teachers,

resource people, specialists and representatiﬁes from social agencies

| T




—/-——

_a.home-school coordinator and social serv1ce agency staff. This would seeri

The teache;ssinterviewed were ab}e to specify the kinds of assistance
they felt were available and were able to give examples of ways in which
they have worked with others in the sEhoolxand in-the Follow Through
program, .

+ In general, most teachers felt théy had enough influence 1  their -
bwn classrooms to do what was needed. They indicated feeling independent
and effective in this area. Many teachers 1nd1categ,5atisfactian w;th
thé opportunifies‘avaifable for them to have influence in their school
and in the Follow Through brograﬁ. Several teachers disgussed_their

reasons for feeling that the extent of their influence was more 1imited

outside of the classroom.

4.3 ANALYSIS OF TEACHER RESPONSE

The most striking impression from éhe resnonses of Burlington Follow
Through teachers is that these teachers mention an uﬁusually hiéh number
§f people whom they wofk with regularly in a variet} of ways: [; many ° ' _ja
schools, teachers mighE be.expected to m;ntion Qorking with the principal
and other teachers, ag these teachers do. The project director and parent t
coordinator are positions created by the Follow Through program In
Burlington, teachers also mentioned wurk1ng with Learn1ng Center and -
Resource Center personnel; reading, speech and physical education spec1a11sts,

a -

to have important 1mp11cat1ons for the work of EDC advisors. 'If Burlington

.-teachers can obta1n assistance from S0 many available resources in their

s \ *
Tocal system, then the k1nds,of ass1stance offered by EDC advisors might

best be focused on those areas which are not already receiving attention.

It would seem that teachers should be included in an on-going assessment .
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of ways in which EDC advisor input can complement local resources. :
While teachers expressed a high deg;éé of satisfaction with their
freedﬁﬁ’to work independently within their classrooms, the question about
teachers' influence in the school and in the Follow Through program
evokeJ a=varied response. This variation in response suégests a
variation in teachers' aspirations for influence in this larger.domain.

For some teachers, being able to voice their opinions and having their

| input considered were satisfactory. Other teachers seemed to desire

a fuller involvement in influencing school and program level decisions.
Teachers who feel able to speak out about issues are seen to have the

most powerful influence in this area.

4.4 DETAIL OF TEACHER RESPONSE:

Questions asked:” &\‘
\\
1. Which adults, other™than EDC advisors and aides, do you
work with {other tedchers, principal, project director,
resource people, specialists, other teachers, others)?

1

What do you do with each of these people?

2. When you have a problem you can't seem to solve on your own,
who do you turn to?

Burlington Follow Through teachers were asked the first question in
aﬁ open-ended manner. Further probes were then made about specific cate-
gories of peoble. Tﬁ%s question emphasized the other adults teachers might
reqularly work w'th in their day—to~day‘teaching activities. The second
questioc concentrated on identifying the adults to whom teachers turn to
for ass&stance when they (the *cachers) have specific problems which they
can't seem to solve on thei~ own,

Elever individual ieachners rontioned from three to nine categories

7
to the first question. One to three people were mentioned by ten teachors
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in response to the second question. Tﬁe respdhses to both questions are
summarized in the Figure I below. -Eleven teachers responded to the first
questioh. At 1e§st three categorfés were mentioned by each teacher and

/ lsome teachers mentioned as many as nine categories. Ten teachers responded
to the second question. From one to three categories were mentioned.

1

The responses to both questions are summarized iq*Figuré I below:
. . .

Figure I / *
. /
Responses to Questions 1 and 2: (1) "Which adults do you work
with?" (other than your aide and EDC advisors); (2) "Who do you
turn to when you have a problem you can't seem to solve on your-
own?" (Figure f.)
/
| Categories mentioned: Number of Mentions: |.Number of Mentions:
o : Work with: . & .Turn to with a
‘ ' ‘ ?l . problem
| . /
| Principal f . 8 6 ’
1 /
Project Director® - --— '6 3
/| Other teachers | '8 6
'| Home-Schoot Coordinator ;| 8 3
| Parent Coordinatpr 3
: Learning Center 6. 1
1| Resource Centér ' 3
Reading Specialist : 5
Speech Therapist , . 3
’Physica] Education Sgbcialist I
Social Agencies (part?ﬁu]ar]y 5 1
" Howard Mental Hcalth Center
1 ' 1
Friends \
|
Family - \ ' 1
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In respbnse to the first question, eight teachers mentioned working
with the princiﬁa]. Five of these teachers said they talked with the
principal about discipline, ore specifying that she found him very help~
ful with such problems and another saying thatashe talked with the
principal when she felt that she couldn't manage a child. One teacher
said that when she felt a child needed a morale boost, she took the child
tc the principal to show good work. Two teachers mentioned telling the
principal their opinions about areas they are concerned about. One of
these teachers mentioned that the principal occasionally called her in
as a' sounding board for something he was planning to do. Unse teacher just
said she talked to the principal two or three times a year and another
indicated that-she's supposed to tatk with her principal regularly, but
finds that difficult because she feels he concentrates on telling her what's
wrong while she feels in need of support.

The project director “was mehc?oned by six teachers as someone they
worked with. The project director is a position created and funded by
the Follow Through program. The project director was considered very
helpful with practical thinas, especially to teachers new to the Follow
Through program. It was rention=d that she coutd tell teachers such%things
as where to get ratoriale~, how to contact a rescurce person and how teachers
fit into “the schoo® as a whnie.  She was seen as relpful by providing
information,‘goﬁnq along on trios, and coming into the c]as;room. One

¥

teacher noted her feeling that the orolect director is "willing to do any-

thing wo meed *hat ~he < an dn

Thg hive somnl ot foae Cortiang by elht teachers as someone
they ware with,  Tai i ¢ o0 teoeme anhlie school system and
is not fundet hy b ot v sy Leen o Tae nome-school coordinator




was viewed as a warm and supportive person. One teacher, who'indicated
working with her quite frequently, felt this person seemed to have an
answer for every proSlem the teacher couldn't solve herself. It was
mentioned that the home-school coordinator and the parent coordinator (a
position created by Follow Through) were peopie who know the children's
family background and can better inform teachers and visit the home and
talk with a child's parents. Two teachers mentioned receiving diagnostic -
assistance about student placement and referrals for special testing from
the home-school coordinator.

Eight teachers mentioned their work with other teachers. Two
teachers specified working with other teachers during, in-service déys with
the whole school and during staff meetings, sharing educational ideas and
ways of record keeping. One of these teachers said ghe was so busy during
the school day that these meetings gave her the chance to wépk with other
teachers. Another teacher, new to the Follow Through program, felt that
everyone had been helpful and had welcomed her as a teacher in the school.

Three teachars mentioned working particularly with other teachers on
the same grade level and within the primary grades, commenting that "there's
a carry over there" and teachers who have had the same children in another
year can offer helpful information and perspective. Three teachers
stressed their regular and informal work with other teachers, comparing
notes on reading and orgénization of the day, commenting on each other's
work, talking at lunchtime and sharing ideas and giving one another
assurance. One teacher was considering combining her class at certain times
of the day with that of a teacher who had complimentary. skills. Two teachers
_noted having worked together to organize the summer workshop and set up

2
in-service activities.
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Six teachers mentioned working with the people in the Learning
Center, finding them particularly helpful wit; individual children. They
were seen as offering valuab]e resources and contributing significantly
to the quality of learning.in the school.

Five teachers who specified working with the reading specialist
indicated that she had been helpful with scréening children, with helping
to set up effective programs and by working regularly with some indivi-
dual children. When teachers said the reading specialist worked with
children from their classes, the teachers indicated keeping in touch Qith
what the children do at those times.

The speech therapist was mentioned by five teachers as someone who
screens children, offers suggestions, and ﬁay work with individual children.
The kindergarten teachers mentioned assisting the speech therapist by
working with individual children during several- afternoons.

One teacher specified that she worked with the physical education
specialist on coordination related to reading. ’

Five iteachers mentioned working with staff from the Howard Mental
Health Center. Three of these teachers indicated that a staff member of
this social agency made weekly visits to their classrooms and have done
some perceptual testing of children and helped teachers to work with children
yho have problems. One teacher said a social worker met once a week with
the teacher and a—barent. This agency's staff was viewed as very supportive
to teachers 1Q their work with shildren and families. . .

In response to the second question, about who teachers turn to when

they have a problem they can't seem to solve on their own, six categories

of people (already mentioned as people teachers work with) were high-




lighted, and two new categories emerged. (See ?igure 1.)

The principal and other teachers were the categories mentioned most .
frequently in response to this question. . It was noted tha; the principal
was responsible for "ultimate discipline" and made the final decision on
such matters as suspension from school. Three of the six teachers who
said they rely on other teachers in problem situations indicated tﬁatgthis
was their most frequent source of help. One of these teachers commented
that she wbuld talk with another teacher who might be experiencing similar
problems.

Three teachers mentioned that they would turn to the home-school
coordination with such problems. One teacher, referring to the home-school

"coordinator as the "guidahce counselor", said they work pretty closely

P

together and that she will sometimes take a child to her if the child seems
unable £o function in the classroom. Another teacher found the‘home-
school coordinator a "remarkable" person who will do what she can within
the framework of the classroom. The teacher indicated that she felt very
com%ortable working with the home-school coordinator.

One teacher responded that she would turn to the social worker from
the Héward Mental Health Center with social or behavior problems. Three
teachers mentioned turning to the project director and one to the staff_of
the Learning Center for help w{th difficult problems.

The two new categories which emerged in response to this question were
"friends" and "family." When dealing with a difficult problem, teachers

"seemed to seek help from people who they feel close to’and whose judgment
they trust.

One teacher added that she hasn't had too many problems and felt that
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she's had a lot of regular help.

Questions asked:

3. Do you think you have enough_influence over what happens ‘
in your classroom to be able to do what needs to be done? .

If no: _Hhy not?

4. Do you think you have as much influence over your school
and the Follow Through program as you would like to have?

If no: Uhy not?
Who does have influence?

A1l eleven Burlington Follow Through teachers rcsponded to the third
question. Seven teachers responded "yes", one commenting "I do just what

I want to do (in my classroom)." Two teachers, new to the Follow Through

—
{

program, said "I think so". O%e added she felt she would know more about
this after she'd been there for awhile. Another teacher commented: "That's
mostly why I like it here. 1 feel we have quite a bit of freedom ...thé |
freedom to operate independently is really pretty high.

The fourth question addressed the matter of influence in the school
ard the Follow Through program and contained a double thrust: how much
influence do teachers feel éhey have and how much influence would they

Tike to have? .
Seven teachers indicated general satisfaction with the opportunities
available to them to have influence in their school and the Follow Through
program. They said they were allowed to voice their opinions, and felt
their input would be consicered. One teacher said "we meet and discuss

jssues and have a vote." She felt this worked out best for the majority

and she found tnis wrocess acceptabie. Another teacher.felt that she

could nave more influence if she overcame her own Shyness and said things




she felt needed to be said. In her opinion, the opportunities were there
for everyone to have influence if they wanted to.

Four teachers offered more qualified response. One teacher gave
examples of some important things teachers have done in organizing staff

development, yet responded, "I don't kno.#" to the question.

Another teacher said:

I miss having a local advisor because the one we had was
philosophically very much in tune with the way I felt and
it was a great sense of comfort to know that he was in on
all of the administrative level things and was ab]e to plug
in what I would have felt had I been there.

Anotherﬂteacher indicated she had trouble contributing effectively
‘at staff meetings. She added that it's most important to her to have
freedom within her own classroom. The teacher in the school where there
was only one Follow Through class expressed the view that Follow Through
had been isolated in her school because of separate lunch and Follow
Through meetings which iake her away from the school faculty meetings.
She would appreciate more contact with the Follow Through project d?rector,*

in support of her work as a teacher,

*See paye BQ




CHAPTER 5
OVERVIEW OF BURLINGTON ADMINISTRATOR ACTIVITIES

5.1 INTRODUCTION

Aduinistrators were asked to give an overview of activities
related to their jobs. In particular, each administrator described
his/her job in relation to other people or groups in the school.
We asked the three Burlington administrators, two principals and
.one project director questions which were designed to give us an
idea of what each administrator does day-to-day, how he or she.
defines his or her job, and how the work of EDC advisors relates

to each job.

5.2 SUMMARY OF ADMINISTRATOR RESPONSE

The project director mentioned serving as a resource person
for teachers, performing general administrative tasks, working with
the Parent Teacher Organization (PT0), the Policy Advisory Commit-
tee (PAC), the community and the principals. She felt EDC had
been particularly helpful at the beginning of her job. One prin-
cipal stressed close association with teachers and the classrooms,
and"w1th the parent volunteer program in his school. He said he
appreciated EDC for the input of new ideas. The other principal
described his responsibilities in two categories: district-wide
responsibilities involving other principals and the central office,

and schocl responsibilities, involving work with parents, teachers,
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children, and custodians. He said he also works closely with EDC

to promote the EDC approach inAthe entire school.

<

5.3 ANALYSIS OF ADMINISTRATOR RESPONSE -

The principals tended to discuss their rgles in relation to
the districtjand their school, whereas the project director focused
on FoTlow Through, EDC, and the one school where the Follow Through
program is primarily located. Hdwever, all three Burlington admin-
istrators mentioned working with teachers and parents, although in
different ways and with different degrees of specificity. All
three a1sp mentioned various routine tasks and responsibilities
as part of their role but not as the most important aspects.

The project director made it clear Ehat she worked closely
with EDC advisors. The principals seemed to do Tess with EDC
advisors, although both principals indicated strong agreemént with
the goals of EDC Foliow Through.

;

5.4 DETAIL OF ADMINISTRATOR RESPONSE

Questions asked

1. Would you describe the kjnds of things you do as (role)?

2. Cou]d'you list the most important people and groups you
work with and tell me what you usually do with them?

3. 0Of all the people you work with, which contribute the
most to helping you carry out your job?




(Note: Since the answers to the three questions were
interdependent and since the roles of the principals and the
project director were quite different, responses are detailed

for each pasition, rather than for each question.)
!

PROJECT DIRECTOR*

The pr&ject director began the discussion of her role by
mentioning a two-page 1ist which described her responsibilities.
She di; not specify how this list had been developed. She went on
to summarize some aspects of her job. She felt she was a resource
person for tgachers, doing such things as looking up materialg,
suggesting ideas for the classroom and ways of getting different

k\kinds of materials. She worked directly with the Policy
Advisory Committee (PAC), and the Parent Teacher Organization
(PTO). She had gotten the two groups to work togethér, and

’ spent time talking with parents. - The project director also

~described her work with commudigy groups. She said she
talked with them about the Follow Through program to in-
crease awareness of what's happening at the school and to

. help parents feel more open about visiting the school.

| At the time of the-interview, she was wotking on a gardening
project to help Gardens For All, a community group, to set

up city-wide gardens.

*Sae page 30
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The project director said she worked with parents, principals,
teachers, a speech therapist, and the Community Action Program (CAP).
In working with parents, the;project director said that she attended

all PAC meetings and directed the parent workshops.

B

In the beginning when the position of project director was
created, the division of administrative authority was unclear. How-
ever, with the help of EDC, she felt that her role had been more
clearly defined and she and the principals have worked
together. For example, on matters eonéerning proposals, requisi-
tions, and new ideas for Fo]jow Through, the principal usug]]y hag
been involved in some way--signing forms, reviewing ideas, giving
his verbal approval. On some things, thé principal and project
director have disad}eed. But the pfdject director felt issues ot
d1sagreement were open to discussion such as teacher pertormance,
pupil placement, and requisitions.

The project director\mentioned working in classrooms by teacher
request with small groups of children, going on field trips with
classes, and taking pictures for teachers. She mentioned helping
the speech therapist set up a program with kindergarten teachers
and arranging for the Community Action Project (CAP) to meet with
the program's Policy Advfsory Committee (PAC), to becomg better ’
informed about Follow Th}ough. Headstart teachers also have come !

to visit Follow Through, to coordinate information and ideas. /-
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The project dire;tor mentione¢/fhe EDC advisors as being

v
important in helping her to carry out her job. When she first - // }

4
started, EDC advisors gave her moral support and encouragement //
in helping her know yﬁat she should be doing. EDC advisors used //

to come more often in the beginning, she added, obsegving what shé

was doing and making recommendations.
: )

PRINCIPALS *

The EDC' FoTlow Through Program is located in two Burlington
‘sbhools. Since the principals of the two schoo]s’gave slightly

J
different 3escriptions of their jobs, their descriptions are given

separately. ©

e

One‘principal said he tried to be in and out of evéry classroom
at least two times a week for sﬁort periods of time soﬁthat he can
have first-hand knowledge on supply needs and prob]eﬁ situations, as
well as being able to respond to teacher requests for observation.
He said that 10 to lé houerQ\week are left open for teachers to
come in to discuss problems w;%h him or to make,plans. He also
said that he talks with students about their personal prob{ems and
also with parents about students. About an hour-and-z-half a week
of this principal's time is spent on the volunteer program: meeting
with~vo1unteers, talkingyﬁith the coordinator about recruitment of

volunteers, setting up programs, and training volunteers on a one-.

to-one basis. About three hours a week of the principal's time is
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spent on administrative necessities, such as yriting up reports and
forms: making plans, and developing budgets. .An hour or s6 is spent
in planning for faculty meetings and some time is Spent on the
breakfast program and custodial supervision. . !
This principal §aid the most important group of people he works
with in the school is teachers. He said that he meets with teachers
fiﬁ all kinds of ways: faculty meet}nqs, curriculum éfoups which
meet yith the learang center t?aqher tg talk about needs, to dis-
Cuss se1ecfﬁon of materials, at 1unch§meeﬁings, and E?dividuaL
conferences. He also corresponds with teachers through a Friday

Sheet which contains anncuncements of programs and meetings-and

discussions of.programs and operations. He said that he devoted a \\\\

/
~ good part of his time to questions like, "how do I feagh it," "where

"

do I find it," "how ao I find out how to teach it," "how do I reach
this particular child," and "how can I manage the room to make it
better ‘for téaching:" Very little time, he.QQded,’is spent on the -
unruly child problem, primargly because fhere is a consulting
p;ogram which advised teachers on discipline. He added, however,'
“that the occurence of discipline pr9b1ems at his sghool is less than
d at other schools where he ﬁas worked: "kids don't,seem as bored
as in other schools."”

>

Individual parents were mentioned as important people with °

, whom the principal works. Of the 280 families in his 'school, he: |

estimated that about 140 parent volunteers work on 2 regular basis,

'

*

~
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, \ |
helping in the building and driving for fie]é trips. He said
L individual p#rentg‘ask a lot of questions about the Qchool program,
\ because they are invo]veq; somtimes this is difficult, but he felt _
that their involvement is important. . .
This prﬁncipa] also mentioned spendinb\time with children,
other srincipals, assistant superintendénts, superintendents, and
buildings_and grbunds people.
This principal des?ribed his-main responsibility as maintain-
.ing and operating the school. In this light, the classroom teachers
v are the biggest help because, hthat‘s why a school functions."
However, he felt that part of his job is to "change -things." in ’ |
thi;~"changing" sense the important people are: the assistant |
subﬁrintendent of instruction, principals not in-the district, EDC,
“dnd teachers, Iniparticulqr, he mentioned that a summer course

that had be... recommended to him by an EDC advisor offered him the

"largest load of fresh ideas in a long timek cross-age grouping,

ungraded classrooms, humanistic education." He .elt that these

| .
L - ideas would help more children learn to like tv read and like
\

*

i themselves and school and not to be afraid to try new things. He
also mentioned that teachers were an important part of change, be-
| cause they must change themselves before other changes can be made.

e :’ The principal at the other Follow Through school mentioned thaﬁ

- he had district-wide ‘esponsibilities which put him in contact with

#

B other principals and the central office, and school respoﬁsib%]ities ’




in which he interacted withgpareﬁts, teachers, children, and
custodians. In describing ﬁis waﬁk with the central administration
he said that he often acts as a soépding board, responding to and
suggesting curriculum issueé and potgﬁtia] policies.. In the school,
ke works with the Follow Through d1réctor He séid he was active
2in merg1ng the EDC approachs1nto the w?ole school, getting aides
to be seen as more than "aides" and gett1ng the EDC approach seen
as more than tr}-wa%%— He added that the Follow Through director

has been more than cooperat1ve in shar1ng=mater1als and experiences
. . \
with the whole school. ’

-

'
A

In talking about his work w1th teachers, the pr1nc1pa1 began

B

by saying that he doesn’ t work with teachers directly as much as

hefd like to.

1
! He elaborated more on his work with parents e said that

he tried to we]come parents to the school w1th messages encour-
aging them to cowe to Follow Tkr&;gh act1v1t1es He mentioned
that there were activities for pa?ents to get involved in, like
Wednesday night volleyball and joint PAC PTO %eet1ngs

Finally, he added that he is not one to s1t in his off1ce
"I'm in the building, in the classrooms, in the halls...there's
a lot of touch between the kids and myse]f..@{ support the

teacherslin the school. Ask any teacher.”




]

One of the people who is most helpful and most effective in the
school, according to this principal, is a member of the school support
staff. In closing, he added that "In this school,\everybddy helps

carry out responsibilities.”

[

]
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CHAPTER 6

THE ISSUE OF PARENT INVCLVEMENT AS SEEN BY
BURLINGTON TEACHERS, AIDES AND
ADMINISTRATORS, AND PARENTS

6.1 INTRODUCTION

A11 Follow Through personnel were asked whether they thought
parents should be involved in their children's school. It was
expected that they would answer, "yes," since increasing parent
involvement is one of the major goals of the national Follow Through
program and of EDC as a Follow Through sponsor, and since it is hard
to argue that parents should not be involved in their children's
school. Therefore, the follow-up question, "In what ways?", was
expected to elicit the most interesting responses. Parents were
asked a number of questions about their own involvement in their
child's school. The purpose of this chapter is to report and com-
pare the attitudes and opinions which peopie in the Follow Through
program expressed concerning parent involvement. We have identified
1) the ways in which parent involvement is defined, 2)’the nature
of agreement and disagreement about those definitions, and 3) some
issues raised by the people interviewed which would merit further
diséussion to clarify the program's overall approach to parent

involvement.

Teachers, aides, and administrators were asked the following




-
s

question: "Do'you_feel that pérents should be involved in their
children's school? In what ways?" The fourteen parents interviewed
were asked a series of questions relevant to this issue. The
questions probed both attitudes and reported behavior. Only parents
whose children attend the Wheeler School were interviewed.

6.2 OVERALL SUMMARY OF TEACHER, AIDE, ADMINISTRATOR AND PARENT

RESPONSE

Everyone interviewed agreed that parents should be involved in
their chil&ren‘s school. There was also general agreement on the
form such involvement might take: visiting or helping in c1a§s or
on field trips, attending parent activities, and communicating with
school personnel. However, differences existed among those inter;
viewed concerning which forms of involvement were most desfrab]e
and why parent involvement is important.

6.3 OVERALL ANALYSIS OF TEACHER, AIDE, ADMINISTRATOR AND PARENT

RESPONSE :

A c]egr conclusicn from the interview respenses is that more
communication among the people Wnterviewedlwoﬁld help to clarify
the implementation of parent involvement. Everyone agrees that
paFent involvement is peneficial, but, for example, some teachers
would‘like one kind of involvement and some‘pﬁefer another. It
would seem to be necessary'for feachers to let parents know how
they would like them to be involved and for parents to make their

wishes known too, so that the school can develop ways of making such

&




involvement possible. It may be helpfulAto match teachers who want
help in the classroom with parents able and willing to give such
help. It may also be helpful for parents to have opportunities to
receive sqme training that would assist them in becoming riiore

effective participants.

6.4 SUMMARY OF TEACHER RESPONéE

Teachers were unanimous in their positive responses to the
qugstioh of whether parénts should be involved in the scheol. They
specified several differcnt ways that parents should be involved,
including conferences and other forms of communication with the
teacher, participation'in special activities for parents, and -visit-
ing or helping with the class. Some teachers also expressed
reservations or preferences about parent involvement which reveal

some important differences among teachers concerning the ways in

which they would 1ike to have parents involved.

6.5 ANALYSIS OF TEACHER RESPONSE

Some teachers wanted b%rents to visit and help in the class-
room while others just preferred that parents visit. Differences
such as this éuggegt that the role of parents in the classroom
would merit further discussion and clarification among Follcw
Through personnel and with parents. Such discussion might assist
parents in their understanding of each teacher's expectations dbout

what kinds of things parents are welcome to do in the classroom,



and, conversely, such discussion could provide a way for teachers

to Tearn about parents' expectations and wishes. Another possibility
for consideration in these discussion. might be setting up some kind
of orientation or training program for parents who would 1ike to
help with instruction. Such discussions could be informed by some
of the ﬁateria] in our report on interviews with parents, whiéh

- “indicates that the Follow Through Program in Burlington has con-

tributed to making the school a place where parents feel welcome

and comfortable.

6.6 DETAIL OF TEACHER RESPONSE
Question Asked:

1. Do you feel that parents should be involved in their
children's school? If so, 1n what ways?

’~ § .

A1l eleven teachers agreed that parents should be involved in

their children's school. As one teacher put it, "That's a hard thing
to say no to."

T;achers had different reasons for approving of parent involvement.
One said, "I think parents should be involved and know and care what
their children are doing in school." Two othéi teachers talked about
?nformation pa;ents could get by being involved and added that teachers

could also learn from parents. One teacher tied parent involvement

directly to children's learning by saying,

L

"When children know that their parents are interested in
what they're doing in school...it automatically makes the

- child feel good because he knows the parent is interested
in him." .
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Our interest was primarily in.the follow-up question:

"In what ways should parents be involved?" The waj®®
teachers said that parents should be involved in their
children's school included: conferences and communi-
cation; particiPating in special events fbr parents at
th; school; visits to the classroom; helping with field

trips and helping with instruction.

Intal Responses: “In what ways should parents
be involved " -

Categery of Involvement Favorable Mentions

Conferences & Communication
Special-events for parents
Visits to the classroom

Helping with field trips

o W W & U

Helping with 1ns{ruction

R

¥

2

Various teachers commented about parent-teacher

conferences and parent activities as ways to be involved.




3

Special activities for parents in the school were
considered important. One teacher stressed that it is
important for parents to view the school as an accepting
place, one where tﬁey can feel comfortable. She said
that she had learned that many adults f;nd school a
frightening place and that, "I'm always so surprised that
people are really afraid to come to see me." She and other
teachers said that things like having a coffee pot going
all_day and having activities like volleyball games, crafts,
and pot-luck suppers made the school more openﬁto parents
and gave them a chance to get together and talk about what

was happening, with each other and with school staff.

One teacher commented that she appreciated it when
parents let her know what they are thinking and would like
to develop ways to improve understanding and constructive

communication between parents and staff.

Teachers who mentioned visits to the classroom and
helping with field trips as ways they felt parents should
be involved did not go into detail; neither did those
teachers viho mentioned.favorably the category of "helping
with instruction." The fullest responses weré given by

teachers who exnressed reservations about having parents

help with instruction. A1l of the teachers expressing

L




reservations definitely favored parent involvement,

but their statements about potential and actual
difficulties resulting from'parents helping with
instruction are informative and we have included

them at some length. This may give greater weight.

to teachers' feelings about problems with‘Parent
involvement than is merited by the overall responses

to this question. Readers should bear in mind that

all eleven teachers felt barents should be 1pvolved

in their children's school. Furthermore, five

teachers mentioned favorably "helping with instruction”
as a way parents should be involved. The‘éomments of
the five teachers who expressed.reservations about

this type of involvement are repbrted in detail because
they reveal what seems to be some important issues.

Two of those teachers who said they wanted parents to
visit and observe the classroom said specifically that
they did not want parents to help with'instruction,
Two'cther'teacherg also made it clear that they did not

want to have parents working in the classroom.

.

One teacher, who said she felt that parents should

ba involved "in every possible way," also defined some




limits for parent involvement. She ma#% it clear that
she felt teachers should retain control over the
acadéﬁ?é’probram of the class. Another teacher said
that she had once taught in a parent»ruﬁ schoo],"She
said that the parents there had felt free to come into
her class and do,anyghing at. all -- and that this was
very disruptive. This téaéﬁé?jﬁéé’certain,th@;,pargpt

involvement should not go that far. She said that

. N
parents were welcome to help out as long as thég\had

something specific to contribute and could fit into

the structure set up by the teacher.

Another feacher who felt thattparents should be

involved in the classroom implied some reservations.

Last year I had super-involved parents; it
was almost exhausting. I had twelve people
each week og different days come in and help.
And to instruet them 9n what I-had in mind--
and ‘they wanted me to tell them; they didn't
want me to just say to do something you'd
- 1like -- that was exhaustinrg. And I got -
myself all tanaled up in just-being able to  «
*think straight. : *

Another complication inherent in parents wofking in
the c}assroom vias described by two teachers. Oﬁe'said,
“The children think of their parent as someone thei do ,
certain things for." Shg also said it was confusing for

T

cnildren to have too many different adults around when
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"this one lets them do a thing this way, and this one‘lets them do some-

thing else." Because of the potential for confusing the child, she

said thqt she preferred not to have parents working in the classroom,

She addéd that children should be ablé to do things on their own in the ; o
school that they could take home and share with their parents. The

other teacher spoke about value conflicts between parents and teachers.

She said that conferences were important so that teachers Eould Tearn C
about parent%' values and help parents to see wﬁat the tea;herlis trying

to accomplish. She said that every year she encountered some parent§/

/

whose beliefs about what children should be learning were so very different,

from her. own. T e /

;

5 -
) A -
6.7 SUMMARY OF AIDE RESPONSE

A11 the Follow Through aides thought parents should be involved
_in their children's school. They mentioned visiting and helping }ﬁ
classrooms, helbing with field trips, attending parent activitieg, and
communicating with tce teacher and aide as ways for.parents to be }n- |

volved. They also recognized some limits for parents on how involved

_they could be, such as time 1iﬁitations and personal needs and interests.
EY . H

' /

i

6.8 ANALYSIS OF AIDE RESPONSE ' - !

* The ‘question about parent involvement provided rich information,

N




because five of the aides are also parents of children in Follow
Through. The combjnation of a desire for more parent involvement .

and the recbgnitién of problems in utifizind\ﬁarenfé productively 1
when they do want to become involved suggests that it might be
fruitful to discuss the general question of how parents can best
be.involved in the school, keeping in mind the limitations on what
‘parents want to do and are able to do and, the'limitations én the
amounﬁ of time teachers can devote to Working with parent§. Another
inter?sting point in these responses is that the reasons aides gave

—for why parent$ should be invé]v;d in their children's school -
focused on he1p1ng the ch11dren This 1is certainly a good and

,uff1c1ent reason for parents to be involved. However, it should

be npted thgt our 1nterv1eWs7with parents suggeét”that some parents -

e, \ T
findi involvement in the school personally rewarding to themselves

.as wél]las helpful to their children.

6.9 nETAIL OF AIDE RESPONSE

° t

»uuest1on Asked:

‘1. Do you fee] that parents should be 1nvo1ved in_their
f ch11dren s school? If so, in what ways?

A1 eleven aides agreed that parents shou]d be 1nvo1ved in the
échoci._ Specifying wayd in which parents can be involved in the

schodl, aides talked about parents e1ther V1s1t1ng in ‘the classroom
(6),'re1p1ng with 1nstruct1on (4), or helping w1th field tn1ps (4).

. /
A tota’ of nine aidgs mentioned one or.ndra ef these possjbilitiess
N 3 , :




Aides also talked about Eommunication between parents and  teachers

(6) and about pa}t{E{BEE¥BHR?Hﬁ§Eﬁ66T”§ttTvﬁt%es~fe¢Lpanents;lﬁlé_ﬁ_‘w_g_¥

1

Respgnses~€3 Question: "In what ways should parents be in- |

' volved in their children's school?"
{ : -
1 . '

Category of- Ihvolvement Favora%le Mentions | -,
i

Visits_td clagsroom ‘ 6 s

Helping in classroom

Helping with field trips

et

N

vl —

Communications

e
[«,} (o)} b

Parent activities

/
[

1 /'

/ An essential pa23,6% visiting and helping iA the classroom was
described as parents observing {heir childreén in school. Some of
the favorable mentions-we counted as "visits" may have been iﬁteqded
to include "helping" but did not mention helping explicitly. One
aide related an;incidént concerain§>parent help wfth a field trip.

A bqé had been ordered for the trip but failed to appear, so parents

were called and five quickly arrived with cars to take the children,

anp the parents proved to be very helpful at the destination as well.
f ' e — -— -

/,

parents and teachers as a form of parent involvement. One aide ex-

S5ix aides mentioned the importance of communication between
{ .

plained that the teacher she works with invites parents to come talk
——— -t / ’ -

with Her an¢ spgnds a great deal of timg telling them Qhat their

chilarén will be doing and ex"ﬁainidg procedures. This aidé séid she

I
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seemed to be that events such as these allow parents to get to know

“in your school and find out,".and that this was the only way for

though%,parents“appreciated knowing so much about what is”happening.

Another afdelused her éxperience as a parent to illustrate the

importance of talking with the teacher. She said she had been

surprised~to learn that one of her children had not been doing well

in school. When she returned from the conference she talked with

hér child about trying harder. With her encouragement the child

did so and developed some'important skills.

.
‘-

Parent activities, such as suppers, volleyball games, workshops &

4 . . o s
for parents, and parent-teacher meetings were mentioned by six aides

as important forms of involvement. 'One aide said there had been a

<

special supper jlst for the parents in her classroom that had been

verywsuccéssful with almost all parents attending. The feeling

teachers and aides and enables-them to communicate mbre freely.

" Nine aides volunteered various reasons why parent involvement
is important.. Three themes. were expressed. One was that it is ;-;
important for parents to show their interest in what the child is
dang.' Ahother was that parents need to know what their children

are doing in school. This was stated very strongly by one aide.

She said she always ended up saying the same thing to parents: "Get

parents to understand what is happening. The third theme was that

by visiting the school parents can learn what they need to know to

help their children. One aide said, "If you can get parents to




) “think it's a great thing...and praise the child for doiné good
Qork...it certainly gives a lot more positive reinforcement."
Another stressed geg need for consistency on diicipline between
the home and the school, saying that jt is really hard to carry
out digcipline in school without support ‘from parents.

Some proQ]ems with parenéa] involvement were also-mentioned.
One problem is simp}y the amouni of'time that parentsphave to give
to school business. An ajde pointed out that some parents have
pérsonal problémé and that they appreciate being able to tu;n 2
child over to the school. Anothef aide worried about the danger
of parents becoming too involved for the chi]d'f own good: "I think

.jt's he?pful.:.except perhaps in some cases where parents are over-
zealous and maybe push a kid beyond their ability and I think that ~°
cén be...awful for the kiﬁ." One aide echoed the feeling expressed

r L]

to us by the teacher she works with that too many parents get in-

L,

volved by complaining.

6.10 SUMMARY OF ADMINISTRATOR RESPONSE

A1l three administrators agreeﬁ strorgly that parents should be
involvéd. They were primarily concerned with the kind of help parents
could provide in the c}assroom and with making it possible for parents

to understand the school and the Follow Through program.
S

6.11 ANALYSIS OF ADMINISTRATOR RESPONSE

The strength of the three administrators' opinions that parents
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ought to he in the school as much as possible suggests that there
is indeed agreement among administrators about the desirability of

invelving parents.

“
L

E

The two principals expressed the concern that the parents learn
more atout the pature of the progrgm, so that they are better able
to understand and support it. It may be that the.nroject director's
major concern, tha% the parcrts feel free to come into the school,

is a pre-conditicn for parent invclvement.

-

-

6.12 DETAIL OF ADMINISTRATOR RESPONSE - -
Question Asked: .

- 1. Do you feel that parents should be involved in their
children's school? If so, in what ways?

When asked if they thoyght parents should pe involved in their

_children's school, all three &dminis;rators said, "yes," with
enthusiasm. All three thought the-fo;lowing two- things were %mportant:
(a)-parents being in the school aqd helping in the classroom; and (b)
parents understanding what is happening in the school. The project
director said that teachers should take the initiative in contacting
barents, by nome visits or coffee hoqrs, and let them kpow‘what is
happening in the classroom. Then, they should try to get parents to

help. Parents could help by supporting the teacher and helping the

child with things sent home by the teacher. She said that children

L]




_ the.paients so that they will know better how .to help out at home

A +

feel goad when they know their parents are interested in what they

br1ng home from, schoo] or if their parents come on a field tr1p or D
to helg in the classroom. SheAalso said that meetings and other N

parent activities ere good: "Just for parents to feel that they

can come in to school -- that can open up the classroom."

i Bgth of the principals stressed the importance of educating

and appreciate more what the school and the Follow Through Program
are doing One pr1nc1pa1 who 1isted a number of ways he’fefg
that parents sbould be involved, said that he wished some of the
parent. workshops could.have "more guts." He preferred that more
of the workshops be aeedemic and informef}ve about the EDC
approach to edueation The ofher principal noted that getting
parenes to work with theé school increases the: amount of inter-
act1on among peo\\e from the d1fferent neighbﬁrhoods served by

the school. The sghe principal saw reduction- of parents'.fears

about schéols and- involvement of the community in decision-

making as important goals.

6.13  SUMMARY OF PARENT RESPONSE °

Many of the questionc asked of parents had to do with their
involvement in their child's school. Parents were asked questions
about what they do in the school, what they would 1ike to do and why ‘

they feel as they do about parent involvement. In éenera], there
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About half of the

’ vas agreement that parents should be involved.

L

parents interviewed descr1bed themselves as be1ng active in the

a

“school as v1s1tors or volunteers or by attending parent activities.
Nearly all said they had some communication with school personnel .

about their children. (ilote:

=

Parent comments were recorded in

writing by parent-interviewers.

as recorded by the iaterviewers.)

6.14 ANALYSIS OF PARENT RESPCNSE

Quotation marks set off statements
\\\J )

'

Some of the barriers t@,parent involvement described by aides

. . were confirmed by parents who said ‘they didn't have time to be in-

However, it does
L 4

not seem that there are problems with parents not knowing about’

volved or who said they would need child care.

rsactivities or wanting other kinds of activitie%;

It is interesting to note that most parents who were inter-

. . ) viewed thought they could help their children by bécomin§~involved
1 “in the school énd several thought such involvement was a good thing
for themselves. This kind of moiivation deserves further exploration
g - by these planning way;‘;§q parents to be involved in the school. As
a result, parents might be able to-derive more personal benefits |

from their relationship w%th the school. This would seem to be an

important aspect of parent involvement.

6.15 CETAIL OF PAREHT RESPONSE

From the questionnaire (see appendix) given to fourteen

98 - .




Burlington parents, the following questions seem relevant to parent

involvement. ’ »

A. VISITING Ok HELPING IN THE CLASSROOM

1. Have you " ever visited your child's school? ¢
14 yes
0 no
Have you visited there once, a few times, or often?
. - ,J
1 once
T a few times 5
8 often
Once: Not“recently. Had a chat w1th teacher last year.
A few times: "Only if ] have to, I used to go often." --
At least twice a year.
Often: "I'm.there almost every day for different
o , reasons." --Last year mostly. At open houses and meet-
N A ings with teachers. ’ . oL
\/ o - .
2. Have you ever helped as a volunteer at school?
@ 7 yes - ’ N
no ) .

The 7 parents who indicated that they have not volunteered at
school were asked:

WOuld;qu 1ike to volunteer at school?

4 yes

2 no > c

T no response

.jlf yes) what would help you to do this? (Probe far things like
child care, being asked by teacher, etc.)

Responses included: © oy
--Not active because of my health.
. =-Can't because I have to be at home to answer telephone
for husband's business.

?
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--Can't because I work all day. *

--Time.

A1l four parents who said they would 1ike to volunteer also
said they are unable to volunteer. -

(If yes, you have volunteered):

a.

c.

" How often would you say yOu have helped: once, ; few times,

or often?

once
T a few times
5 often

Did the teacher, or someone else, ask forAyour he]p, or d1d you

offer your helpt™~

6 parents offered (teacher asks sometimes).

-1 someone asked ("teacher asked for mothers to come in and

help" )

What did you-do as a volunteer?
Responses to this question can be divided into two main

categories: activities related to the classroom and parent
activities. ~ ’ :

Activities related to the classroom:

4 parents mentioned helping with class trips

2 parents mentioned helping with parties

Other things mentioned included:

--Show children how to cook.

--Arts and crafts. ¢

~--Helped in classroom.

--Sometimes took aide's place and I used to go in one day
a week to hefp with children.

--Whatever else I'm needed for.

.Parent activities:

--Auction

--Bingo

‘~=PAC Board

--Projects to earn money for the school.

--"I taught nutrition and éducation workshops" (to parents).:

b
4
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Cye ;/
. ©3 of the parents who volunteered mentiqneqﬁvolunteering in
. both classroom and parent activities. '
%_ mentioned only classroom related activities.

mentioned only parent activities.”

[2)

d. Was valunteering at school a good experience for you?

[ 4

7oyes | e
g 0 no : g
' A1l seven parents who had volunteered at school-said it'waéﬁ.
a good experience for them. - § -
The following reasons were given:
--I've gotten to meet a lot of pe0p1e; 1 feel if I'm
interested in school, the child will have a better
. ) interest in school. ‘
: --I enjoy it and have done this type of thing for a long |, L.
time, even for older children not in Follow.Through. :
. --Like to work with children. Children enjoy it. \
--Learn more about school”program. AR o
. --Learn a lot aboutf people and children. . . ’
--1 needed the experience working with groups.. - °
C --At the time, I enjoyed it. - "
: S e. ' Do you plap to do this kind of thing again? ‘
6 yes ° . |

’ One said: If I'm ever asked to help with anything.
Three said: Enjoy doing it; worthwhile experience..- .
One said: So I can know what's happening to my children.
One §aid: I'ni homeroom mother for Follow Through chitl's
‘ class. .

1 no (Does not plan to volunteer again)
“Unless it is to work as an aide." * Lo
This °parent made it clear that she would 1ike to work as
a paid aide, but does not intend to volunteer any more.

}
‘ 3
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B. PARENT ACTIVITIES / h
1. ou ever attended a meeting of the PTO (Parent- Teacher
Org zat1on)? «
‘ 8 yes .
. '8 no
.~ 0f-those responding yes, ong parent added that they were '
joipt meetings (of PTA and{,dg?‘and another said "last year.’ "
Have you attended a meeting of PTO once, a few times, or often?
2 .once . ' e e
1 a few ¢imes y°
4 " often p ;.
2. . HaveAyou ever attended ameet1ng‘of the PAC“(Pol1cy Advis;[y
° - i Committee)? .
1 yes . o’
p £ no A
a. bHave you attended"a PAC meeting.once, a few times, or of ten?
N - é_ once T -
__ a few times N
€ often ’ A
7 Threedparents who said they often attended PAC’meetings also
~ said that they are or were members of PAC. One had been a
\chairpersonwfor two years." =
b.  Have you ever takéntpart in an activity or talked with an EDC
Follow Through advisor?
6 yes )
6 no
_2 no response
One parent explained her contact with an EDC advisor had
been at a workshop. Another mentioned she had been on
the board of PAC last year.
@




?i{c = ;b ‘/ ! h ? &
c. Do you know what EDC advisors do? <. ;"\ﬁ,‘ '
P) . R i ) ‘
6 yes . . . :
6 no - . . ' - ’
' 2 no response T

‘L ?

+ T ~(The next two’ questions were responded to by the 8 parents who S

-

”Although an exp]anation of the above ques+1on was not

requested, one parent offered the response: "They help
if you have any probléms."’ ,

g
.
? 0 '
. £

- . =

a ¥

indicated that they have aztended parent meetings.)

"3.  What are some of the reasons you go to _parent meetings? <

y &

k |

responses focused on going to parent meet1ngs to find out
more about what is going on at school.

Inc]uded as reasons were:

--to take part in planning activities.

--1 wanted to find out how my children were do1ng.

--My kids have a lot of complaints about the teachers,
so I go to cogp]ain a little bit.

4. Have ¥ou participated in ag¥ other Follow Through gareﬁt
activities (other than meetings) such as: the garden project,

parant workshops and suppers?

8
0

e

-

\
yes
no ,

Other parent activities mentioned were:

6 mentioned suppers

5 mentioned -workshops (one specif1ed Christmas workshop)
1 mentioned volleyball

1 mentioned Garden Project

A1l 8 parents who indicated that they go to parent meetings
also indicated taking part in other Follow Through parent

. activities.
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woulé yoli, 1ike to‘pgrt%cipSEe in other activities? -

. 5 out of this group of 8 parents indicated interest in o
"other" activities, but did not specify particular ) '
activities. .

é

ég parent said that health problems Timited the1r part1c1pat1onf
1

-parent said: "If I have time."

Sbmething’T*was interested in." i
(The next two questions were responded. to by the 6 parents who had
1nd1cated they had not attended parent meetings

D1d you know that there are parent meetingA?

4 yes » _
no ‘ ‘ 7
no resporse

-

[
2

Would you 1ike to attend parent meetings? ' iy

2 yes -

3 no Tz T

1 no response * .

‘. Have -you participated in any Follow Through parent activities
(other than meetings) such as, the garden project, parent work-
shqps, and suppers?

5‘3

1 y@s (suppers) ¢ E ,
4 n , '
I

no response ' . ) o

.One parent’who had not participaied in either meetings or other
activities commented: -"I'm not-very social."

Would you like to participate in other activities?
, - . Y
2 yes
One parent who said yes, 1nd1cated she would bring things
to variouy activities, such as baked goods. but finds it
impossible to attend. .

no |
no response

I—{w

;L 'parent sa1d "erending on what they were and if it was
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-

-

How do‘you hear about parent hct1v1t1es?

haven't hehrd

notices

telephone calls

newsletter

talking with bther parents

other (specify)--"and firom kids"

l—-lo!,cn!»l:lo .

No one indicated that they haven't heard. about parent activi-
ties. Notices seemed to be the way most parents heard about
such act1V1t1es -

How is it best to notify you about act1vit1es for parents7 G

6 notices .,
5 newsletter : o .
2 telephone call T .
- T\ "Same’ way as they have b{en ‘paper fron‘schoql:" .
\Eeveral comments were offered about notices: - o

--Children bring them home chucked in. the1r p0ckets, but-
I prefer this. °

--The kids always bring home the notices.

--They should mail :notices because sométimes cﬁ11dren don't

=

' get them home at.all. L P »
Do you'have’any d1ff1cu1t1es in arrangqu,to cqme to parent .
activities? T, e .
aﬁ'e . = \ .&\
6 yes ST .. .
no A . ,

‘T no response '7 : *
One parent JUSt said “ttme“ nas a dlfficulty .'
Five parents mentioned child care as a d1ff1cu1ty in

arrang1ng to came.
Some comnents .on ch11d care were;
--Can't get-babys1tter
--1 havé trouble getting child care on weekdays because
of school. Parepts don't 11ke letting children -
sit then. . -

- Are there acttvitiesawh1ch you ‘would-1ike to see ava1lar1e for

parents that have not been ment1oned7 S o

./I \ —
2 yes . p
no . ~ . )
The two activities suggested were: a class in modern

math and a basketball game.
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Both parents indicated that they would be willing to help
make these activities possible.

C. COMMUNICATION

1.

3.

-

Can you tell me the ways you learn about how
(Foilow Through child) is doing in school?

12. talk with teacher
vg talk with others at school
76 talk with child\ (specified: she tells me)
_6 watch child (1 specified observ1ng in the classroom.)
_0 don't know AN ’
2 other (--learns when child brings home papers;
--learns at megt1ngs)
The following questions (2 and 3) were asked of the
.parents who said they talked with the teacher:.
Would you say you have talked with 's (Follow _
Through child) teacher: ¢
2 once
4 a few times,, )
T often
3 parents indicated that they have “not yet" talked with the
. teacher this year. One said that her child had a "new
teacher!; another mother explained she had a new baby to
care ‘for.
1 parent indicated that she had talked with the teacher "but

not aQayt school work. ' "

Does the teacher ask for a meéting or do you ask to talk with
the teacher?

teacher asks
parents ask ”
both '

jw]wolen

--Got note from teacher to make an appointment anytime I
wanted to.

Specific occasions for talking with teacher included:
--1 go to opén house at night.

--Coffee nour to talk with teacher.
--Teacher sent home note to set up meeting.

" 2106
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D.  HOW PARENTS VIEW-THEIR ROLE IN THEIR CHILD'S SCHOOL EXPERIENCE

1. Do you ™ ¢t your involvement in the school can help
your cb education?

10 yes
>

T both :
T no r-<ponse

|
1
i
1

The 10 parents who responded that they do feel their involve-
ment (in the school) can help their chiTd's education,
included three i%terpretations of "help":

6 parents responded that the child feels good when parent
is involved in school

- --Makes child feel good when someone is interested.
--When you help at school child appreciates it.
--The kids feel important if the parents participate.
--If they know you care they will probably try harder,
but, if, they feel you don't care then they don'
either. :

3 parents responded that a sense of partnership between
parent and child, and parent and teacher helps child

¢ --By being involved, I know what my child is doing. Then
I can help her.
--He knows I'm there arid interested in his school and®his
" problems and the teacher and I will help him together.

‘-—J

parent responded that parent's active role can help to
change things

--By making suggestions for better things and trying to
change things that aren't right.

O? the two parents who do not feel that their involvement
(in the school) can help their child's education, one
stated: "I do what I can at home." )

The other clearly stated that she felt: "It's the teacher's

duty to teach them, not me. What do parents know about
teaching children, actually."” :

*
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ki

One parent respon&ed yes and no -- "Involving myself with
my child's school work will help her, but joining school
organizations has 1ittle to do with her education."

It would seem that most. parents who were 1nterv1ewed see
a strong connection betwaen' their involvement at school
and their child's education. '

€

Do _you see any benefits for you, personally, in being active

in the school?

[—{onjoo

yes
no
no response

The 8 parents who said they do see benefits for'themselves,”
personally, in being active ir the school, said that they:

--Like meeting people (teachers and other parents)
--Like helping children.

--Find satisfaction in knowing what is going on.
--Enjoy another interest besides their work.
--Like learning new things.

Their comments included:

--(It) gives me a chance to be with other people who have
children in the school.

--Contact with other parents.

--Contact with teachers on a social basis.

--1 learned new things and helping children makes me#®eel
better.

--1 enjoy being around children...better than staying home
alone all day. .

Do you think you might be more active:

if you know more about school activities?
3 . ‘

oy
Sl

||

-
-

yes

no
no response

child care were provided? : 4

|—{oolw

yes
no
p0551b1y
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if other kinds of act1v1t1es were poss1b1e7

1
I
1

yes
no _
no response

These responses suggest several péssible ways to increase
parent actjvity in the school:

--Increase information available on ways in which parents
might be "active" in the school (see V.6 on how it's
best to notify parents about activities in which they

. are welcome to participate.)

--Explore possibilities for expanding the availab1lity of
child care, for evening meetings as well as during
“the day.

Creating "other activities" does not seem of much-interest
to this group of responding parents.
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CHAPTER 7

VIEWS ON CHILDRE&'S LEARNING: BURLINGTON
TEACHERS, AIDES, ADMINISTRATORS, AND PARENTS
7.1 INTRODUCTION

Teachers, aides, administraters and parents were asked
questions designed to determine 1) what they thought were the most
important goals for children in school, 2) which areas‘were'being
satisfactoril; dealt with in the school and 3) which areas needed
improvement.

Qur pu-pose in asking about goals for children's learning was
to 1earn about differences and similarities in the opinions of ~
people in these groups and to compare thewr statements on goals
for children's 1earn1ng with those made by £DC Follow Through. The
questions about which goals were being met and which areas needed
improvement were included to identify Areas for attention by EDC
advisors.

7.2 and 7.3 OVERALL SUMMARY AND ANALYSIS OF TEACHER, AIDE,
ADMINISTRATOR AND PARENT RESPONSE y

In Tistening to ;he respoﬁses of these four groups in

Burlington, we distinéhished statements related to the 1earniﬁ§

of basic s?ills, particularly reading and math, from statements

ralated to learning of social attitudes and behavior, such as

self-reliance and respect for others. A major area of agreement.;




e —

among people in‘all four groups is that both types of
learning are important. The most strikiné,differences
can be seen as differences in emphasis or interpretation

concerning these two tynes of learning.

" Social attitudes and behavior were related to emotional
growth and maturity by teachers. They stressed the need to
help children become more self-reliant, more respectful of
others, and more responsible for taking care of themselves.
The aides also saw this type of 1garning as important, and ,
talked of it as a necessary ﬁre-condition for ‘academic
learning. Some aides were also concerned with discipline
problems. Since many of.the aides are parents of Follow
Through children, it is not surprising that this concern was
alsc found among the parents interviewed. In contrast to

the concern for discip]ihe'expressed by parents and aides,

the administrators said 1ittle about aiscipline.

.The differences in emphasis for children's learning
suggest that further exploration arong g%oups might be worth-
while. The Heed for sharing points of view seems clear
tecause the differsnces in pgfspective could create misunder-
standings about whét children should be learning. Clarﬁfii?tion

of common goalsgcould support cooperative efforts among groups

in implerenting the Follow Through proaram.
eRuint the T

112




by )

7.4 and 7.5 SUMMARY AND ANALYSIS OF TEACHER RESPONSE

Burlington teachers gave special emphasis fo the following
goals, which also appear in the EDC goals for ‘children listed {;“\\
the 1974-75 Proposal for Continudtion of the EDC Open Education

. . Follow Through Program, Part One, (pp. 20- 21)

Children taking responsibility for their own 1earn1ng--
showing initiative, self-reliance, self-motivation.

Children expressing themselves freely and 1nte111gib1y
through spoken language.

-~

Emotional development -- a sense of self-worth and
trust:

Social reéponsibility and respect for others.

}he teachers' equal emphasis on both social and academic
development is consistent with the goals of the EDC Follow Through
program. One of the main tengts o% EOC ?o]low Through is that
both the cognitive and the affectjve domains are important and
deservé‘thoughtful attention by teaghers. It is not possible to
say from the data available whether® the teachers we inter-
viewed held this belief befo;elthey became involved in Follow
Through or whether it is a consequence of their involvement.
Neither is it possible from this data to compare this group of
teachers with teachers outside of Follow Through. However, it
seems significant that. there is agfeement on this point between

the teachers and the sponsor,

o 13
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,. 7.6 DETAIL OF TEACHER RESRONSE

"There are. some differences between the goals ;tated by the
teachers and those set out by EDC. The list of EDC Qoals for
children places. greater emphasis on children's se]f-gxpression and
creativi{y. The Fo]iow Through te;chers, on }he other hand, said
more about widening children's horizons and placed more emphasis

on the importance of reading.

The fact that all teachers- expressed satisfaction with some

" of their goals may be considered an indicator of a fairly high

1eye1 of satisfaction.

Question asked:

1. What are the most important goals you are trying to
accomplish in your teaching?

A11 eleven teachers resporded by mentioning goals for ﬁhgj:\
dren‘é‘learniné. Six also talked about their goals for the devel-
opment of their own teaching styles.

Goals related to children's learning can be placed into four
categories: (a) helping children become more independent; (b)
getting children to like and acc;pt themselves; (c) helping
children to be able to work wéT] together; and’(d) academics. The

table shows how many teachers mentioned and how many emphasized

each category. e
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Responses to Queétion 1. "Goals for Teaching" having to do with '
' . children's learning v

o . “

Category <Mention§ E@ggg§is
{a) Become sindependent 6 . 6
(b) Like selves 7
Coee
" (c) Work together 2 _ 2
. e - .
o | (d) Academics 7 3

-A11 eleven teachers ment1oned either helping children become more inde-

) pendent or getting ch11dren to 11ke 3“3‘7ccept themselves Nine put
spec1a1 emphasis on one,_the other. or both Some teachers dtd not

5

d¥stinguish between the two categoriés as the follow1ng quotatton - -

indicates:

: I think academic things are important, but I think

— - how children feel about themselves and how they view
" themselves in relationship to the world and t¢ learning,
to being responsible kinds of people and to feeling tmt
they -have accomplishments, whatever they may be ..., are
terribly important. I think if people view themselves
positively, the other kinds of learning follow ... and
if they don't feel good about themselves they don t do .
well no matter how much you cram down their throats.

Two of the six teachers who talked about goals related to their

own teaching style referred to moving from being "structured” to be-

coming mcre ‘ndividualized in their teaching. One teacher said, ";_
feei very committed to the fact that when all the money goes and

. \\\\\\\\ when we don't have aides, that the kinds of ways one...the kinds of

\{angs that I said are important with children still can happen."
N -
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She went on to say that some Qéop}e think the way teachers work
WiFh children in Follow Through can only be done with the
aides and the'extra materialg; but that ‘she feels sure it can happen,
even with only one teacher. Other teachers, in discussing goals for

_ their own development as teachers, spoké Sf becoming more in tune with
what chi]dreﬁ @ged, getting better organized, becoming more confident,

and improving ways of extending and connecting children's learning.
e ..

Question asked: ’ 3

2. What kinds of things do you feel- it is important for children
to be doing and learning during the early grades.

“ 4
One teacher who had said, "My main goal 1is to help every child feel

- . 7_sgccessfu1," in response to Question 1. abéut teaching goals, stressed

academic maiié}g_iH“Fé§ponse-t9¢Queinon_gj_about the things that it is

important for children to be doing and learning. When asked 1f‘there‘“ﬁ“mﬁﬁ_‘_:_hﬁ

was a contradiction there, She replied:

I don't see how you can like yourself if you can't
read and write when you're seven years old or eight
years old. I know some of them feel kind of dumb
about themselves. And when they do learn some new
word or something, they're excited about it.
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Responses to Question 2. “Important things for children to be
doing and learning."

, Category Mentions_ ’
. Learning basic skills 1
Learning attitudes or beheviors §
Being exposed ;o new tﬁings 4

i s -

Just as all elevén teachers mentionged children gaining inde-
pendence and liking themselves as important goals for their teaching,
'alf teachers interviewed said something about "basic skills" as
being impoftant for children to learn. Several of the teachers
explained the need to learn skills for broader purposes, for example,
in order to do other things, or as a part of life. Three téacher;;
stressed that this learning should be at thé Tearner's own pace:

o o . :
Along with basic skills, eight teachers included the importance

-
3

—______of children learning certain attitudes or modes of behavior. The

——

———

behaviors varied-widely, from developing good learning habits to
becoming more aware of their bodies and manipulating materials
with their hands. Six of these teachers said.sométhing about
children learning to work tqéether and becoming moreuiesﬁonsib1e
for themselves. Four téachers said that it vas important” for
children to be'ekposeq to qgw‘things, especially to things they
might not have the chance to do or Tlearn sbout at home. Field

trips were mentioned in this regard, along with activities like

4

‘e
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cooking and sewing. One teacher included tasting uhusual food at
lunch in this category.

Questions asked:

3. wh1ch of the things you think children should be doing
and Tearning are you most satisfied w1th in your class- ,
room?

4. Which of those things would be most likely to improve °
in your classroom?

A1l teachers éxpressed §atisfactioh with at least some of
their goa1§ A teacher who stressed independence said the children
in her class were becoming more se]f—re]iantt Tholteachers who
said. they wanted to expose children-to new things to stimulate -~
their thinking, expressed satisfaction with the opportunities for
exploration and expression through manipulative materials in their
classrooms. Two teachers who said it was most important for chil-
dren to get good math and read1ng skills said the children were
progressing. “step- by-step," mov1ng closer to their expected grade
levels. A teacher who talked about children Tearning to work to-
gether said they were doing better at this, that there was less
need for adult supervision, and there were’ fewer fights, particularly
when the children were involved in se]f chosen activities.

One teacher did nnt respond to the question about improvements.

-Another said she could think of anything. A third had described, °

in detail, substantial changes that had recent]y been made in the
organization of her classroom, changes designed to make” it more

orderly and to contribute to the children's academic prégress. One
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" teacher respSnded in terms of improving her own abilities to

\
i

organize the room, {o hear and respond to kids better, and to
help children extend an interest into ]earniné a vérie;y of things.
Another said she wanted children to be better able to use reading,‘
wr iting, books and mater1als to answer ‘questions on their own. The
remalnlng six teachers were equa]ly divided between those emphas1z-
ing learning th1ngs in addition to basic skills and emphas1z1ng
social interaction. One of the three teachers who said they wanted
children to be learning additional kjn%s of thi}gs, saidfshe'felt
weak in science and wanted to do more with it. The’othe?'twq both
said they needed to set up other "areas," Zpaces wighin:thg class-°.
room for specific activities. One talkeq about science and social
studies areas, the other about dramatics, plants, and a quiet’
corner. The théee who talked.about social interaction ﬁenﬁioned

the need for more cooperation among children. One said that social

. growth was beginning to occur but 901ng slow]y o Another, who had

* 4

emphasized !2adem1c goals and sat1sfact1on w1th progress on

academics, just §a1d that progress was not-as, good in the social

»

realm.

-

7.7 and 7.8 SUMMARY AND ANALYSIS OF AIDE RESPONSE
I/
Bur11ngton aides stressed the 1earn1ng of basic sk1lls (with

several Specific mentions of reading) and 1earn1ng of soc1a1 att1—
-l

tudes. de behavior) There were several meptions‘of the 1mportance

Y,

“ of structure and/or discipline. All aides Said they were satisfied




b £
.

v

. . . - , .’\ ~ R % .
with at least one of the goals they, considered mq;t important in r

the classroom . A1des held different v1ews of which areas needed ‘ ’1'

1mprovement Categor1es ment1oned included soc1a1 growth- and ‘basic

sk1lls-and more spec1f1ca11y, recognition and d1agnosxs of 1earn-

ing d1sab111t1es, disc1p11ne, and 1mprovement of, ajdes’ own.nb111t1es

“in¢ var1ou§ areas. In general the aides disp}ayed marked 1n51ght -

into the problems children have-in the classroom and sympathy with
. N - [
their needs. <

.
e '
.
« ‘s,..

The a1des comb1nat1on of academ1c and soc1aJ 1earn1ng goa15 S
for children is 1n agreement with the goals of EDC and of the ’
teachers.

+ \ 3

talk about was the 1dea of soc1a1 Tearn1ng 2s. a precondition for

' academ1c 1earn4ng._ Aides, stresSed the need ?or children- to learn

B ?

-

|encouragin§ for the involvement of parents in FoJlow'Through'class—

to get ajong with others before_-academic 1earn1ng can take place.

It seems useful to ask what implicatdobs thié‘dffference between '
A ‘ A
teachers “and a1des emphasis nnght have for the program: One o

ram1f1cat1on m1ght be wore EDC adv1sor attention to aides, regard-

ing their concerns about ch11dren s zehav1or and soc.fal 1earn1ng.
It seems si;hificant that so many ot the aides spoke as parents

of fo]low Through children. Thé.fact that their atzdtddec seemed

congruent with those of the teachers and With EDC's goals is

-

rooms. A1des, who are also parents, have found sat1sfy1ng roles
in Follow Through and support the goa]s of the program A]though
. ) o |
- . N . b ™
, * ;;.\ ‘ -
T . ~ ) §
'Y ' . .,‘320. .
9 ¢ “~ v & .

One element contributed by a1des that teachers d1d not -

b




this is undoubtedly easier for aides to do as they work regularly
"¥n the classroom it suggests that.parent Yolqnteers could also

work well in Follow Through classrooms.

7.9 DETAIL OF AIDE RESPONSE
U Question Asked:

1. What kinds of®things do you feel it is most important ,
for children to be doing and Jearning in school in the

ear]x “grades?

When asked what‘ was most important for children 1n the early

grades to be doing and learning, ten of the eleven a1des answered
in terms of both bas1c sk11}s and soc1a1 att1tudes or-behavior.
Three stressed bas1c skills first and then mentioned soc1;1 learn-
ing. The other sgyen aides reversed the order, talking.about
things like Iearn}ng to get-along with the Qther childreanirst
and then saying that basic skills were important. The eleventh
aide stressed basic skills and the‘wéys they can be Jearned.

Three aides‘implied'thers are certai; pre-conditions for
learning basic s:ills. gne said, "I think they have to settle down
before they can learn anything," explaining that thjs meant.being
sble to sit and}]isten: Another aide be]ieved children, had to ﬁaye
good fee}ings about themselves, She said thaérﬁany childrep come
to school feeling that €EE}TFE~b§d hﬁd that this feeling has to be
changed before they can learps” They need to have positive exper-

iences that he]p them to 11ke themse]ves According to this aide,

,'the nExt step 1s re]at1ng with other ch11dren in the classroom
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~social attitudes and behavioré“ included getting along with other childien,

L]

After these two pre-conditions are met, she said, the 6hildren can

8

"merge into learning situations in the classroom."

The third aide who mentioned pre-conditions for learning made a
point of the special role that aides can play. She_said:
I think a child has to be comfortable with a
teacher and with an aide. I think with an aide,
a child is comfortable because in the back of his

1ittle mind he knows that the aides are mothers,
, and that means a 1ot to them.

She said most of the aides are known in the neighborhood, which
often makes chifdrén more confortable with them fhan‘withra new teacher. —
The kinds of tﬁing; aides mentioned under the category "learning
, . <
learning to share, learning consideration, and learning to take reéPon-
§ibility for things 1ike cleaning up. Sharing was seen as one of the‘ |
hardest partg of-getting a]ong‘withlothérs. One aide said, -"A lot of
them don't share...they hate gharing...maybe it's because a jot of them ’
don't hé&e things at homg," and added that tbey need }o fearn to share
the atte;tion of adults too.-, Another aide put the same kind of learn-. -
ing in terms 'of "respect," not hurting others, realizing that they
can't do certain things at certain times.,
The Ba§ic ;ki11s aides Said children should be learning included
reading, writingl'arithmetic, sciencesand recognition of colors and shapes.
Reading, mentioned explici?ly by eight aides, was the specific skill most f

freddent1y mentioned. Two aides stressed discipline and structure as °

necessary for children to learn basic skills.f One aide said that
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children require at least a "semi-gtructured" class, inlhﬁich they
know they have to sit down and do-read}ng and other Qofk, in order

to insure that they learn the basic skills. The other aide spelled
out her concept of "structure". She said that children need some
pressure to learn things, they they should have some drill, especially
on numbers, even if it isn't fun, adding "I don't think we shou]d
always feel guilty if learning isn't fun."

One aide's comments illustrate the predominant aides' view
stressing both social attitudg; and behavior and basic skills as
crit;cal. She strongly Stated that the first thing she was con-
cerned aboﬁt Qas that children learn totrespect~each€other; then
it's important for them to réad,_write and do arithmetic. She went
6ﬁ to talk about a boy in her class who couldn't redﬁ, saying that
she felt he had the ability to learn, but-somehow hadn't been
héiped enough in reading with the result that he now lacked con-
fidencé in his ability to learn to read.

Two other aides stressed the importance of reading and express-
ed some doubts about the success of Follow Through in teaching- -~
reading. . They thought the prééram was a little too open with regard

. to reading and that some children failed to learn to read as a
regult.

Questions asked:

2. Which of the things you feel children should be doing and
Tearning are you most satisfied with in your classroom?

> 3. MWhich of those things would you most like to improve in
your classroom?
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A1l eleven aides were satisfied with at least one of the areas they
o~ . *

had listed as being most important. Three said they were pleased with
everything and then 1%;ted some of the specifics. Reading, phonics,
and math were cited by two aides as areas of satisfaction. Two aides
said they werenpleased with progress in sccial attithdés and_behaviors,
one telling a story about a girl who had been very disruptive in class
at first, but who has beeq{able to stop crying and start working with

5thers, making it much easier for her to enjoy school and for the rest

of the class to like her.

&

Two aides made a point of saying how much they enjoyed working with
the particular teachers they worked with this year, and expressed grea£
satisfaction with their own roles'in the classroom.

When discussing improvements“?n the classroom, four aides mentioned
things within the "social" category, two within the "basic skills" area,
and two felt that nothing needed improvement at the, time.

Two aides wanted to improJE their abilities to diagnose chiidren's
needs. One spoke of the importance of recognizing children with severe
learning problems and working with them right away. Here she cited the
help recieved from the Howard Mental Health Céh;er. Another said.that in
math she and the teacher were still "searching for where they (the

children) are," in order to begin instruction. She attributed the”
difficulty of diagnosis to the children's having memorized sihp]e
operations which‘made it possibﬁe for them to get by but which also

made it difficult for them to progress beyond those operations. When

asked how they might make the jump, she said they needed the chance to
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work with more manipulative things.

Two aides talked about the proB}emhof gettihg children_to

settle down. One said, "If a child fusses with me then I find out

rig;t away if he's had breakfast...I think findiﬁé out what's

rea11y the problem, why he doesn't want to work, is important."

The other stressed%the teacher's and aide's responsibility to en-

force discip]fhe. She said, "They think that they're herg to play.

Free play all the time, that's all they ask‘for,":adding that she
~and the teacher try to explain to them that théy also have to do

their work.

One other aide who spoke of increasing her own skills said she

" H
would like to learn how to get children who-"do what you ask and

nothing more" to be more self-directed.

7.10 and 7.11 SUMMARY AND ANALYSIS OF ADMINISTRATOR RESPONSE

The Burlfhgton administrators include the two principals and
the on-site project director for Follow Through. Agreementlamong
the three administrators was %airl& high. A11 found rééding
important and placed it within a wider context. A1l three admin-
istrators believed that children should feel good about themselves
ard like school. In general, the statements of the two principals
had % different tone from that found in other interviews, while the

project director's statements were similar to the teachers' and

aides'. The expressed goals of the principals with reaard to

children's learning differ in emphasis from those of teachers and
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aides because the principals are responsible for the whole school

and tended to think of their jobs in terms of the long-range impact

of schooling on society. Both of the principals felt it was impaftant
for'children to learn to make decisions. They agreed with teachers,
aides, and the Follow Through snonsor that social learning and
academic learning are both important. The princip§1s were jdined in
that opinion by the project -director, who otherwise expressed opinions

very similar to those of the teachers.

7.12 DETAIL OF ADMINISTRATOR RESPONSE - °

Question asked:

14

Pt

1. What do you think is important for children to be doing
and learning in school during the early grades? -

Both principals tﬁought children should ge learning to make
decisions, obtaining communication skills (including reading),
experienging success and feeling good about themselves. The project

N directorhsing1ed out reading as one thing all children should lea;n.
She talked at length about conditions for children's learning.

Liking school was the najor pre-condition for learning. She also

feels that having a “good teacher" is important to a child's want-
ing to come to school, alonrg with having many experiences and
. materié]s available in the classroom.
One princiﬁa] helieved the school shoculd help children to feel

good about themse]ves‘so that in later life they could make decjsions
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which would benefit society as a whole, although such decisions
might run counter to their individual interests. )

The othe; principal discussed the importance of children having
experiences in making decisions that aren't of the 1ife and death
_variety, evaluating the results of their own choices and making
other choices, deQL]o5{ng their own value systems, and learning how
"to succeed. He said that some children know so well how fo fail
that they must be given the opportunity to learn how to succeed as
early as possible. Whén children are ready, they should learn how
to communicate by speaking, listening and writing, and non-verbally
through numbers, letters, symbols and even by ESP.

Questions asked:

2. Which of those things are happening to your satisfaction
in your school?

3. Which of those things would you like to improve in your
school?

One principal said that the things he was satisfied with
depended very much on how he was feeling at the time. Tﬁe other
principal said, "I am incréasingly confident that we are teaching ;
feading, writing, and arithmetic without dumpiﬁg on kids. I'm not
sure that our tests show it yet, buf*l feel good about our progress

here.", .

The principal who said that his satisfactions varied with .

his mood thought all areas needed improvement because they
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— © "7 needéd to be happening faster. If 56*563"56"535EL3@§E'oﬁE"E?ea
T needing improvement, he said it would be listening - and students,
faculty, and himself should all learn to do it better. The other .
principal found this question difficult to answer because he thought
"of improvements in terms of individual teachers in.different times

and situations. In general, he believed there was a great deal of

waste o% materials and that the children's artistic and creatiye
work was not as good as it could be. He thought this could be
improved if teachers would think about, experiment with, and
discuss their methods and purposes with each othef. The project
director*had a sim}lar response, sayfng that the question was too
vague because she thought in terms of specific classrooms. She .
felt in the preceeding years some classrooms had allowed too much
freedom, not giving‘chiidren enough structure and direction, but
that 'this had improved beééuse teachers had grown in their under-
standing that children need order. She also talked about getting
volunteers in classrooms zo be able to work with each child

individually. ‘

7.13 and 7.14 SUIMARY AND APALYSIS OF PARENT RESPONSE
Easic skills were of primary importance t¢ Burlington parents,

with concern for a child's social and‘emotiona1 growth a strong

second. Most often these two concerns were mentioned together. By

far the majority of parents were satisfied with how the school

*See page 39




___handled the issues they felt were most important. When parents did — ———————"
mention areas needing improvem;nt, they talked about reading and
the general need fér more discipline and less freedom. They also
commented on the roughness of the children with each other.

P - . - .
The apparent satisfaction may in part be a result of the

mannerlof selecting parents for interviews, which inclgded five
parents recommended as being'active in the program, We also do
not know if parents who refused to be interviewed did so because
of negative attitudes toward the program. However, in spite of
this bias it seems important that the program was valued by most

of the parents interviewed.

Compared to the other groups who were interviewed, fewer '
parents emphas{zed the importance of both academic and*social
learning, but'enough did to indicate a fair degree of agreemgnt
Between program staff and parents about what children should be
learning. There is some indication that{parents_placed more
emphasis on the need for &iscip]ine thah did other responding

groups.

7.15 DETAIL OF PARENT RESPONSE
Quéstion asked:

1. What kinds of things do you feel important for your
child to be doing apd learning at school?
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__rﬂ_ﬁ;;g_. 5’*responses ment i oned only the follow1ng academic areas

- Reading, writing, arithmetic, alphabet prianting, numbers.
One parent felt that reading is most important.

Another said, "Her reading could be better."

Another stated, "Just the regular work--reading."

1

{w

responses included only areas of children's social and emotional
growth:

- Adjust to getting along better with other ch11dren at school;
sharing. o

- Let them work on their own with guidance; not being pushed.

- How to control temper and learn patience; how to get along
better with other children.

|on

responses were comb1nat1ons of academic, social and emot1ona1
growth: .

Learning to get along with other:people; reading, math.

) Math, reading and getting along with other children.

Reading and arithmetic doing good; learning to be sociable;
work out problems with students and parents.

Math, reading, getting along better with other children. Not
» $0 many fights. .

Doing well in everything; enjoys school.

Reading, spelling; likes to be on hér own.

14 (al1) parents interviewed responded to this question in the
various ways mentioned above. Another way of presenting the
response is; ¢

10 responses included reading as important.
responses mentioned arithmetic.
responses specified getting along with other children as
important.

responses included the importance of children working on
their own.

¥

jw  jonl~4

Question Asked:
2. Of the things you have mentioned, which ones do you feel
get enough attention at your child's school?

[en

parents felt everything they mentioned was getting enough -
attention. One stated that she 1iked the whcle program--
“A11 children get a lot of attention."




parents specified academ1c areas which they feel get enough
attention: Read1ng, spelling; numbers. Three of these re-
sponses noted improvement; "readﬂng--she s getting spec1a1
tutoring; spelling getting better.'

parent said they are trying to teach her child how to control
his temper and are very patient with him in doing this.

parent said she couldn't really answer this question because
she doesn't know what a six year old should be learning at
this point.

parent responded by saying: "I haven't been to school this

_ year, but my other boys didn't learn to read as well as I think
they should. I wasn't satisfied at all with the Follow Through
program. " .

Question Asked:

3. Which things seem to be getting too little attention?
7 responses indicated,"none". A i
parents did not respond to this question.
felt that nead1ng was a problem in Follow Through
“parent said: "They aren't strict enough "
Question Asked:

4. What are the th?ngs you likefnmst:about the Wheeler
School (including Follow Through)?

13 parents offered favorable responses to this question.
T parent said: "I don't think it's any dwfferent from any other
school "
Responses to th1s question seemed to refer to three categories:

(a) staff, (b) school atmosphere, (c) programs Wheeler School offers

'forichildren and for parents. Comments also reveal advantages which

-

parents feel -are inherent in different aspects of the Wheeler School”

" Program.




(a) Staff: .,

5 parents specified things they 1ike about the staff at the Wheeler

School: ;

H

. (b) School atmosphere:

R

. --Staff easy.to talk with.
* -«Good teachers.

--Cooperation with the staff,

-~Young teachers, up with the times;

- 1ike the kids.-
--Making parents welcome in the
school and welcome to participate.

3 parents specifically commented about the friendly atmosphere. at

wheeler School:

%

~-Like small school; being able to

go ‘to school and have them know
who I am. And chiidren are not
numbers.

--"I Tike the friendliness in the
school. The whole environment

 is wrapped around the kids. It's
a low income area and children get
to go to a lot of ‘different places
maybe they wouldn 't get to go to."

(c) Programs the Wheeler School offers(for children and parents)

Z_pirents referred~to.

—-EQeryth1ng to do with Follow )
Through.

--"Whole program is a n1ce\1dea.

Did have doubts about it,but
it seems to be working out better
than expected."
--Children enjoy school in general
--"1 1ike the lunch program and
havxng then there all day so I
don' t have to go get them at
noon."
-“Involves parents more.
-="1 Tike the way it's run and
they are’doing more with ch11dren,
trying to get to them more.
--Dental work is also a good idea.

F 3 ’
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Question Asked:

i

5. "What are the things you like least aboﬁt the Nheeler School
(inctuding Follow Through)? -

4 parents indicated that there were no th1ngs in th1s category for

them. )

One said: "Noth1ng to complain about." Another indicated that her

child was only in first grade and she really’ hadn t found anyth1ng

yet., -~ i

4

o

Py

5 parents mentioned specific tndngs they Tiked "least": ’ <

. --Physical set-up of the old ' .
building.
<, --Would Tike children to start
school at 9:00(Instead 'of 8:30).
: --Not enough cooperation{didn't 2
§ specify about what).
--The open classroom.
--Parent was upset begguse she )
- - wrote-a- note asking-that-her—— - -
v children ndt be 1nc1uded in an
optional act1v1ty, and they
were 1nc1uded anyway. !

2 parents had criticism regarding out of school times: : T

’ | W

--"They should have a 1at more
discipline during out or after
school times.

--Children hang around and beat .
up on each other instead of
being sent home directly."

--"Not me but the other mother--
--a lot of the kids are rough--
and the mothers have to walk chil-
dren to school to see that they

don't get hurt."

3 parents did not re;nond to this question.p
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< .CHAPTER 8

& THE EDC APPROACH TO LEARNING:
OPINIONS OF BURLINGTON TEACHERS . .

P

8.1 INTRODUCTION oo CoL oL

-

¢Th1s chapter concerns objectives for children' s 1earn1ng which

.

have |been advocated by EDC advisors. The objectives were~broad1y
L h

_stated and related to basic principles of ﬁﬁe'EDC approach.

Bur11ngton Follow Through- teachers were asked to respond- to
questions about (1)- encouraging open expression of ch11dren 3 needs
and feel1ngs in the c1as;room, {2) bu11d1ng on ch11dren s 1nt€rests“
as a start1ng point for teaching, (3) g1v1ng children a greater

amount of~choice in what they da, and (4) eva]uating children's
i 4

'progress on the basis of the children's ab111t1e§ The duestiers

were used as a starting point for d1scuss1on about teachers' inter-

¥

pretations of the principles and about how teachers app]ied the

principles in their classrooms. | . e

8.2 - SUMMARY OF TEACHER RESPONSE

z

Open Expression S . - A

<
- .

A1l teachers said they encouraged open expregsion of chi]dren's"

needs and feelings. .Benefits were cited for the teacher énd for_

children. Open expression was said to make it possible for the

teacher to learn more about what children need and "how they learn.

-




i

It was also seen as a learning experience for children. Teachers
e " made -it clear that they continue to exercise control over the kind

and amount of expression in their classrooms. Sg@e teachers said

" they do not initiate discussion of sensitive topics, but deal with

‘them &s they arisg.”.However,~they referred fp actions they took

that waould be likely to stimulate such digcussion, such as bringﬁngy
pregnant animals into the classroom.

Building on gbi]dren's Interests ;

Althougﬁ_all'teachers exp§esse& dgreement with the principle éf

k e attq&h.differe“t ‘amounts of impo}tapce tc children's interests as

compared to basic academic subjects.‘ Some teachers described their

T~

|
using chilﬁpeh'S‘interests as a s;arging point for teaching, they seemed ' .
|
|

téhéhing as being centered on&cﬁildren'% interests while others used
basic skills as the center and pursued children's interests as-they
" related to other classroom activities. Teachers talked about four re- .
E lated ways of building on children's interests: creating a setting where
children could pursue interests, géimulating their interests in new
'things, encouraging children to f%l]d@fan interest, and helping a child .

extend his or her interest into/other areas.
/(

£

Children's Choices o

Teachers seemed to holdfa range of opinions about the appropriate
extent of children's choicgé, similar to the range of opinions about
the importance of children's int@rests. Some teachers said they gave

children choices absut tbeir academic work as well as other activities

I
l
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in the classroom, but most said choices were limited to activities

othg; than academic work. Teachers made it clear that they consider

choice-making a skill that chi1drén learn, which means that teachers
- must help them make choices both by giving-directions°and by con-

trolling the conditions “for choice-making.

¢

Evaluating Children's Progres;
: . \A11 of the teachers said they believed in evaluating children's
5 progress on the basis of their own abilities. They u..cribed various
methods ‘of diagnosing children's abilities and recording their.progress.
The g;eatest.emphasfs was placed on abijities in the area of basic
. academic skills. §ever$1 teachers spoke of the difficulty of keeping
track of each child's progress when so much of tﬁeir work is individu-

i

alized and when more than one adult is active in the classroom.

8.3 ANALYSIS OF TEACHCR RESPONSE

Open Expression

The most interesting point made by teachers in responding to the
. question about open expression is the strictly educational function served
by such expression. Teachers saw\open‘expression as contributing sig-
nificantly to the ch11drg9's‘grow1ng'se]f—know1ege and self-confidence and

as making it possible for teachers to understand the children and teach

them better. Although an argument can be made for open expression on
& purely humanisti¢ grounds, i.e., on the grounds that children have a right
.and a need to express themselves as human beings, the direct effects on

children's Tearning may be more persuasive.
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Building on Children's Interests

Since this question was found to overlap considerably w%fh the next,
no detailed 3n61§;i$ will be presented here. However, we were surprised
to discover in the teache(s' respgnses to this questionatﬁat every example
given’ of building on a specific dﬁild‘s interests involved boys. We'can
on]y wonder whether this was an accident of whether it reflected a
classroom reality. Do teachers conscigus]y or unconsciously work harder
to build on boys' interests than.on girls'? It may be that girls are-
socialized to be more easily satisfied with standard school work and that
boys, who so often cause prob]ems in classrooms, become easier to work
w1th when they are pursuing their personal interests, causing teachers
to concentrate more on boys interests than on girls'. ’

Children's Choices

4

Disédssion aboqt the aspropriate number and kinds of choices for
children seemed to reflect teachers' feelings about chilaren's
abilities, to make appropriate choices. Teachers seemed to agree that
1ncreas1ng the range of choices for children 1s\gn important goal.
Choice-making is v1ewed as a skill to be learned.- N Limiting the
number of available choices or othgrwise helping children to choose

can be séen as a technique for jmproving children's choice-making

skills. Teachers stressed the necessity for children to learn basic

academic skills, such as reading and math. Most teachers felt
responsible for planning and directing children's academic work.

They most frequently encouraged children to make choices about
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non-academic activities. Free choice for children has an important
but limited role in structq@éng learning experiences in Follow

Through classrooms.

Evaluating Children's Progress

Teachers' use of grade levels as a measure-for diagnosing ability -
su;gests a distinction between usihg grade levels to determine where a
child is able to funttion and using them to determine where the child
should be: The difterence is ?ine enough to be potentially confusing.
Evaluating children's progress on the basis of their abilities presumably
means working with them on their own levef'rather ‘than treating them all
as if they had the same abilities. F1nd1ng,the child's 1eve1 of per-
formance in terms of grade levels is one way to do that. The danger 15
that the grade level measure is so often used as a prescriptive standard,
as the 1eve1 at which all the children are supposed to be funct;on1ng If
they aren't, someth1ng is assumed to be wrong with the child or the teacher
or both. It is not clear how strong this tendency is, but there were signs
thatlit is active. One teacher\told of having to reassure some parents
by’ compar1ng ‘their children's 1eve\ w1th a chart giving the "normal" level

for children by their age in months \ Another teacher spoke of fee11ng

_that the pressures _for "accountability" could eas11y 1ead in th1s direc-

tion. She said that the check sheets used to record ;h11dren s skill
. ; / .

development, obstensibly to keep a record of progress, "evolves into

teachers feeling pressure to get these kids checked off, which 1is

transmitted to the kids, and then -- final horrible step -- these kids

139




can only achire these skills in this order!" One of the forces
influencing teachers to use grade levels may have been revealed
when a teacher stated that the problgm with her reports to parents
on their children's progress was that she was always so enthusi-
astic that the parents tended to be disappointed the next year if
the children had problems. h

The problems some teacher talked about in trying to keep records
oqﬂchi\dren‘s progress when they have many different activities and
more than one adult in the classroom seem important enough;to be
emphasized as an area for EDC advisory work. Since both teachers
and parents need to know how the children are progressing and since
EDC is reluctant to evaluate children's abilities solely on the
basis of standardized tests, it would seem appropriate for EDC
advisors to offer sustained assistance to- teachers who are .trying
to develop methods of diagnosing children's abilities and regording
their progress that are better suited to their classes.

Three points deserve emphasis in analyzing the responses inc Tuded B
in this chapter. One is the unexpected coherence found among the four
separate questions. The second is the teachers' descriptions of
their roles in the classroom as being extremely active, contrary to

= e . the-garicature of the passive teacher in open or progressive class-
rooms. The third is the persistent distinction made by most teachers

between children's work on basic academic skills and other kinds of

classroom activities.
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(1) The four questions asked of Burlington teachers in this
section were derived largely from an interview schedule used in

another study. ("Teacher Interview for 'A Study of Teachers in

, Open Education Settings'" by the:Early Education Group at Education-

al Testing Service, Princeton, New Jersey, Spring, 1972.) They
were selected pegause they seemerd to be broad enough that teachers
in many kinds of classrooms would agree with them. They were not
intended to define open education or to represent a coherent sef
of principles.

Therefore, the interrelations discovered among teachers' .
responses to the questions were'interesting because they tended to
establish at least a beginning of a coherent set of principles that
guide EDC Follow Through teachers! practices. Free choice and open
expression by children, in addition to promoting their learning was
seen as giving teachers the opporfunity to observe whqt they are
interested in_and what their abiﬁities are. Records of those
observations were said to help teachers evaluate children's progress
and to build on their interests. °

(2) Teachers' responses indicated that they take seriously
their responsibility to plan and initiate classroom work, to
monitor children's learning, and to intervene to %mprove it. It
would not be necessary to emphasize this if it were not for the
widespread belief that the open classroom relieves the teacher of

these responsibilities and leaves everything up to the child.
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The difference betweeﬁ conventional classrooms and
those descr1bed by many Bur11ngton teachers is not the
d1fference between order and chaos but the d1fference
between imposing a set plan on all of the children versus
creating environments in which teachers can learn about
individual children and in which children can learn in ways
that are appropriate to them. This was described as a-
very difficult and challenging task, but a rewarding one.
We hope that o;e result of this report will be that
teachers will learn from the Burlington teachers' state:
ments that opén classroom teaching is truly teaching; and-
that it demands more, not less, teacher initiative and .

responsibility than does conventional teaching.

Y

(3) Many responses implied that a distinction was
being made between learning of "basic skills," especially
math and reading, and other classroom activities. The
distinction seemed to be more between those times or those
activities that were devoted primarily to the learning of

skills and those devoted to more broadly defined purposes.

The fivst group, the bastc-skitts-tearning;-often-seemed--
to involve textbooks, workbooks, regular small group meetings
withAén adult, and assigned work. Much of this was highly
individualized, but it was primarily teacher directed. The

other kinds of activities were more varied and, generally,
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3

allowed more choice for the children. These activities were often -

related to specific "areas," placed in the classroom where the

appropriate materials are stored and used.

_The apparent be]%ef of all but one or two teachers was that
if children are to learn basic skills, then those skills must be
taught to Ehem in relatively conventional form at least part of the
time. Mostlof these teachers stressed how all activities children
engage in contribute to their learning, but that Qeacher directed

- jnstruction in basic skills was necessary:

8.4 DETAIL OF TEACHER RESPONSE
Question Asked
1. EDC Follow Through encourages_open expression of

children's needs and feelings in the classroon
Do you share this goal?

'Ail‘eleven teachers said that they share the goal of encourag-
ing children to express their needs and feelings. Responses to the
first follow-up question "What benefits do you see in open expres-
sion?"‘fell into two categories: ,benefiés to the teacher and bene-
fits to the children. Benefits to the teacher Qere mentioned

explicitly by two teachers. They believed teachers could learn

more about what chiTdreén need and how theéy ‘1éarn whenthe children ——— - -

\
were encouraged to express themselves openly. As one teacher put
it, "You can tell from what they want what they need." ’

Other benefits listed were related to children, though some,

such as improving relationships, could include teachers as well.

o - ) : :L44— .
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required that they do some academic work each day. Other
problems included the need to have sufficient private space
in the classroom to allow children to talk about sensitive

things that happen at home.

The final follow-up question, designed to elicit examples
“of open expression, was, "Do you encourage talk about things
1ike sex, death, birth, race, and the fears children have?"
The most frequent response was that the teacher did not make
a point of bringing up such subjects but she would deal with
them when they arose. Several teachers gave illustrations of
how a subjectnlike sex would arise. Such conversations.would
follow the teacher's bringing thing; like birds'dhesis or
pregnant znimals into the classroom. Four teachers said tha;

race was something they did bring up in their classroom and

that this could be difficult because the city is "so white."

as one teacher put it. One such discussion developed after

t

a field trip to.a turkey farm where the children became curious

about the turkeys' different colors.

€
"

’ .
One teacher, who believed talking about sensitive issues

-— -was-important ,--expressed hetnambiva}encewaboutﬂencounaging_such

talk. She said she did not, know hoy parents would reach to children

being exposed to views that might differ from those of‘their parents.
&
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Question Asked: :

2. EDC's Follow Through program stressed "building on .
children’s interests" as a starting point for teach- ‘
ing. Do you agree with this principle?

If yes: How does this work out in practice. First,
how do you find out what a child's interests
are? (examples} How do yau build on those \

interests? (examples) .

A1l eleven teachers indicated basic agreement with the idea of

using children's interests as a startiny point for learning. The

~

qualifications and comments irt response to questions probing how
teachers build on children's interests indicated a range of impor-
tance attached to "building on children's interest.": Some teachers

seemed to see children's interests as the foundation of their
1

e

teaching, while others stressed the basic skills curriculum, de-
scribingﬂchi]dren's interests as important in other areas.

Three peacﬁers qualified their agreemenE wfth'the principle of
"building on children's interests" by adding that children's inter-
‘ests were not sufficient in themselves as a starting point for
teaching. One stated that some children don't know what their’

iq}erests‘are. Another, in making the same point, said that you
- «

can't leave all the learning to the children's interests because

their experiences have not been varied enough. The teacher needs

to introduce new things to Fé1low Tﬁrough children in order to

/:timulate their interest and theirilearning. The third teacher dis-

tinguished between basic academic/;ubjects such as math, regding,

and spelling, which she safi should be dirvected by the teacher and
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other éreas in which learning could grow out of children's interests.
An example she gave was a unit on American Indians that grew out of
a child's report on sign language.
When asked how they learn what children's interests are, nine

teac}ers said by observation, six said by working w%th thé children,
ﬂand five gaid by talking with children. Observation seemed to have
a specialized meaning as used in th{s context. Teachers spoks/é%
intentionally and systematically noting what chiidreﬁ choose to do
in their free time -- including books chosen, pictures drawn, and
imaginative play -- what they write about, what they bring in to
share with others, and how they react to things the teacher puts in
the classroom. ¢Suéh observétion suggests a close relationship to |
“the other parts of the EDC approach discussed in this chapter --
open expression of children's feelings, and allowing children to
make choices. Teachers said they learned a ‘great deal about‘what
children are interested in and how they learn by encouraging them

to express themselves openly and. 8 make choices. One teacher who
said she learned about children's'interests from talking with them

said, succinctly, "Give children freedom of conversation and listen."

Working with children on a regular basis was given as the con-

text for observation and conversation with chiTdren. The importance

of the context suggests a point that several teachers made or implied.

That is, that the teacher must create proper conditions for learning
|

what children's interests are.
|
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Perhaps the best way to summarize the responses to oﬁr
“questions about fow teachers build on children's interests is’
with a ;eachér'§ comment, "Encourage wh?t you discover.", Examples
" were given.of seeing a child building~q\bridge and Eeﬁaing him to

the Learning Center and Resource Cefter to'do more building, of-

. . : s . -
teaching count1ﬁ§ with racing cars, of bringing in an airport game

for a boy who likes planes, and encouraging.a boy who received a

silkworm incubator for his birthday to write "volumes" and spend

-

. "hours in theilibrary" learning about insects.

-

One teacher described ‘bringing materials into the classrqom
to encourage the interests of “some bbi1dren and working with

another teacher to‘tie reading and math into an activity. that aly

the children enjoyed.

-

From -teachers' comments, four related ways of buildjng‘on
children's interests can be discerned. The first is that the

teacher creates a setting in which children are able to pursue

el

— “
their interests. Second, the teacher can be active in stimulat-

ing children's interests, bringing in materials or planning
‘ activities to create.inte;est and then working to_build on that >
1nté;;;;f\\zhird, when a child has demonstrated an interest, the

— —teacher’can encourage the‘child_fa maintain it, again with

¢ :

>

appropriate materials, time and verbal assurances ghat it is
Xalued. An example was given of a boy who became very involved

in writing a report on sunflowers. He didn'E\rant to take time
' ‘ /
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¢ out to do his math that day and the teacher-told him that she @idn't.
expec _hjm to because he was busy with something that was important

.~ S ol .
to him. The fourth way of building on children's interests was

Ll

often called "extending". This refers to starting with a partic-

ular interest and using it-to lead inth other areasaoparticulariy

3

. ~——areas of readihg and math. The boy counting racing cars was one
example of this. An important part of this process is the teacher
being aware that other learning is taking place. One teacher‘

described a boy who was very 1nterested in drawing and said that

4 _he had eVen\{earned math by doing 1t. ! worry that he isn't get-
" ting his addition, but whien I tatk with him about his pictures I

s

see he is."
Question Asked
3. EDC's Follow Through program emphasized giving children

. a greater amount of choice in what they do. Is this l
« one of.your goals? o . A\ \ |

' If‘yes: What kinds of things do_they make choices about? !
- On what basis do they choose; whims, what '
R friends are doing, genuine Thterests, etc.? - I
. - How do you know.when a choice is based on ?
v . genuine interests? Do you help children

> choose? How? ‘ :

: : _ Discussion of responses to the question about children's.

' ' cho1ces in the classroomTreguires a-definition of the term -

ractivities," which was often used by teachers to describe the i

things children were allowed to choose among.
Four teachers mentioned art as-one of the activities in their

room, three mentioned games, both for recreation and instruction.
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Two ment1oned listening to records and tapes, and individual
teachers talked about listening to stories, playnng in the do?]
house or playheuse, and working with p1ants . Some teachers 11sted
more obviously academ1c act1v1t1es suth as working on proaects |
\ about Indians or space, and one[inc1uded read1ng and math in the'
1ist. Although ooen educat1on theory ho}ds that any number of
"act§Vities" can have dirett benefit for the 1earning of. "academic"
subjects such as reading and math, there seems to be’a Clear
distinctﬁon in the minds of most .teachers between academics -

*

. reading and math, complete with texts and workbooks though often
individualized -- and act1V1t1es -- 1nc1ud1ng examples 11sted
above that may or may not contr1bute directly to the ch11d S, 7;
develepment of sk1lls in reading and math ' '

The guestion about ch11dren S cho1ces revea]ed a range of
numbers and kinds of cho1ces. Two teachers said' that children K
choose activities when they have finished the1r academi¢ work.
Four other teachers spoke of spec1f1c t1mes when a11, or some
class members could choose an activity. Another group of three

I3
teachers described the same arrarigement, but added such things

-- -—as—choosing. a.part1quarmhousekeep1nq,task in the classroom. The

't final two teachers said that children regu]ar]y make}cho1ces

about academic work as well as other activities, though one said
" that the teacher and aide identify certain children and work

w1th them on things they think the children should be doing " 1In

' ]
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,sunflowers to do mdth.

work would be done, not if it would be done.

to help ‘structure some children's" 1earn1ng

3

both these cases, the choﬁces seemed to be,mainly when the academic

One of these teachers
mentioned having encouraged a boy not to interrupt his work on

She also described a "contract" system used

w

Types of Choices Chw]dren Make and Number of Teachers

Citing Each Type

mentions).

|

Choices Made About

Number of Teachers |

Activities when academic
work is finished

Activities during time
for non-academic work .

| Actiyities and‘othér non-
academic ‘things

| Activities and academic

work

b

children make choices said that they did in some way.

A11 of the teachers who were asked whether they'ever help'
The most
often mentioned ﬁéy of helping children to choose involved direct

suggestion or.guidance into a broader range of activities (five

Three teachers also talked about narrowing the range
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of choices offered as a way of helping ch11dren ‘to choose.

said they limit the number of chi'dren for each activity.

Two

Other

approaches included spelling out croices, preventing one child

from monopolizing an activity, and seeing that cgjfdren finished




Y

. h acEivitig§ they started.
Teachers said tﬁeyjhélpgd children'who were unable to make
choices on their own, especially if they were not doing anything
o} doing the same thing all the time (six mentions). Three other
situations calling for teachers' help were children chdosing to
do something they did not have the skills for; children who were
net finished with one activity who wanted to start another; and
ch%]dren whose choice was not available. Three teachers to]diof
sfarting'the sqhool year allowing a large number of choices than
they offered at the time they were intérviewed. A1l said that the
'éhildren had not been ready to make so many choices, so it had
become necessary to restrict the number of choices available. One
teacher added that it might have had to do with the types of
j f choices or the way they were set up. Two other teachers described
the opposite procedure, saying that they had intentionally started
. | off gradually and added more choices as the children learned to
\ ; deal with them. ; \
When asked what they considered the basis for children's
choices, most teachers responded in terms of the interviewers'
\; éxamp]es -- doing what friends do (three mentigns) or genuine
x interest.(three mentions). One teacher said th;i there is a
\ tendency among both children and adults to do what cémes easily,

what they are comfortable with. Another teacher said she was

surprised to find many children choosing what they think they
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should do, such as math work. . When questioned about how they could
tell what the basis for choice was, most of the teachers who re-
sponded (four) said that children would stﬂ%k to things they were
genuinely interested in, or they would qufékly become dissatisfied
with choices that didn't reflect their own interest. One teacher
said children would often tell her if they were strongly interested
in something. ’

Question Asked

4. EDC Follow Through encourages evaluating children's

progress on the basis of their own abilities. Do
you try to do this in your classroom?

If yes: How do you diagnose a child's ability? How do
you keep track of each child's progress?
How do you share your evaluation of the
child's progress with parents?

A11 eleven teachers agreed'with the principle of evaluating
children's progress on the basis of the children's abilities, and
said tﬁey tried to do this in their classrooms. One teacher re-
sponded, "I can't imagine how else you ao it," and anotner spelled
it outvas "not comparing Sne child with another." However,
there were some’differénces én\fhe ways that teachers went about
this, reflecting different inteﬁp{etations of the principle.

When asked how they diagnose ;\thild's ability, eight teachers
said they looked for skills related to feading, wrFiting, and math.
Two teachers stated a concern with perceptual skills related to
academic abilities. One of those teachers had constructed a

Piagetian diagnostic instrument to measure those skills, and both
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teachers used it with their classes. Four teachers specifically
mentioned placing children on grade levels according to teacher-
constructed tests, informal reading inventories, and "level
sheets" -- made up by teachers in the school and in use for
several years. Two of these teachers also relied on the sequenc-
ing of textbooks to diagnose children's abilities; since the dif-
ficulty of the books is known, the child's facility with the books
is used as a measure of his or her ability.

From the descriptions given of diagnosing ability levels, it
seems that for some teachers skill levels are formally tested only
at the beginning of the year, and followed later by‘less formal
methods of keeping track of progress. Others made it clear that
they continue testing on a regular basis, e.g., "I periodically
test kids myself to see what they know.* Bdt in all cases, in-
formal 6bservation and testing see& to be used often. One teacher
said that you have to "give children many kinds of opportunities
to show what they can do." Another said that she could tell which
children were having trouble because they would stay away from
activities requiring the skills they lacked. The reliance on
informal meagures of ability emphasizes the importance of allowing
children choices and free expression, since these seem to reflect
children's progress.

One teacher used the quéstion about diagnosing children's

abilities as a springboard for bringing up another kind of diagnosis.
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The thrust of our question was evaluating indivjdua] chi]dﬁéq, but
she expressed concern about evaluating the class as a whole.
Specifically, she was concerned about the best balance between
individualized learning and free choice on one hand, and "large
group structured kinds of things" on the other. She felt that the
latter were necessary, if only to give the teacher respite from
the rigors of dealing with so many different activities. She
wondered, however, whether they were appropriate in an open\class—
room and, if so, how to evaluate the learning that takes place
in them,

Only two teachers volunteered that they consult the records
kept by previous teachers as an aid to diagnosing children's .
abilities. One of those mentioned that she had talked with Head
Start teachers and was surprised to learn that thi§ was an unusual
practice. .

Teachers Were asked how they keep track of children's p?ogréss,
and all eleven reported keeping some kinds of records of children's
activities such as what they did during the day, which adult or
adults worked with the chi]d,‘What was accomplished. Five teachers
said they kept "anecdotal" records hoting important incidents of
various kinds. The third category of records concerned skills
development. Four teachers mentioned keeping records of reading
skills and four mentioned math records. Only one teacher said.

she kept all three kinds of records. The forms these records took
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included: (1) notes, apparently in narrative style; (2) prepared

checklists.or other instruments; (3) notation of children's progress

.in textbooks; and,(4) a chart sgﬁwing expected performance for

age. -Finally, there seem to be two emphases given to th:-purboses

for keeping records. One is §o keep track of childrenfs overall
éi} accomplishments and difficulties. The other is to check off chil-

dren's progress in pre-determined skill areas.

L

Responses to "How do you keep track of children's progress?" v !
y . - . Number of ‘
Types of records kept of children's progress Mgntions
| Record of Child's activities R n
Anecdotal records 5
Records of skills development . 4

One teacher offered a vivid picture of the advantages and the
problems of keeping records of children'§ progress. She was in
favor of evaluating children on the basis of their abi]itieé,nand
gave ah example of how her-records had helped her deal with a
problem. She said that a boy who had been in her clags the prev-
jous year began this school year acting in a very immature way. —
She was very bothered by this until she checked her records from

the previous year and found that he had used the same strategy

for testing the classroom situation then but had eventually dropped

-

it. This was reassuring for her and for the boy's mother.

=




The same teache;‘commented that "When oqf's teaching is so
highly individualized, it's difficult to keep track of each child's
progress." She then relgted that each year she starts out with
the B;st of intentions but soon finqs herself overwhelmed with the
_ditgz forms and categories and within three weeks she has givep up
the effort. She also expressed the.hope that-she, her aide, and
student teacher wodld work out a @anageable and useful system for
keeping records. Her feeling\wag”that,they would probagly throw
out all the prepared forms and just'keep a looseleaf notebook with
pages for each child. Entries would concern anything that seemed
significant for that child.

It is-easy to imagine other teachers having the same problem
since they all 1isted 1$rge numbers of things they do, and all
have many d1fferent things going on in their classrooms.simultane-
ously. A comp11cat1ng f;ctor in record keeping is the presence
qf more than one adult in the same classroom. This heTps‘w1th
the work but requires even more elaborate record systems.

) Seven of the eight teachers who were asked specifically about
how tpey shared their evaluation of children's progress with parents
said they relied primarily on ;chedu1ed coﬁferences. The eighth
teacher stressed'phone calls to parents immediately after problems
occur. She said this gave good results "as long as the child

knows the parent and teacher are in partnership for him." One

reason for the emphasis on conferences is that both schools do not
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give report cards in Follow Thfough or non-Follow Through classes.
One teacher said that in addition to conferenées she often sent
notes home with children. She was pleased that children often

_ asked her to send notes home with them when they made progress.
Three teachers specifically mentioned sharing records with parents

during conferences.
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\ * CHAPTER 9
RESPONSES OF BURLINGTON TEACHERS, AIDES, AND ADMINISTRATORS
" T QUESTIONS CONCERNING EDC ADVISORS

9.1 INTRODUCTION

\
The questions rdported in thi's section were designed to elicit

responses about advisor activities. Teachers and aides were asked
about advisors' visits to their classrooms, about advisors' work /
outside classrooms - specifically about various kinds of workshops
and individual conferences, and about how they communicated with
advisors. All three groups were asked both what they had done with
advisors and how they felt about it. &ng/ﬁgie also ;sked for‘
suggestions about other things they would like to see advisors do.
Administrators were also asked what they knew about EDC advisors'
work with others.

Our aim ir designing and asking these questions was to spell .
out the kinds of things we knew advisors did and then ask specific-
al%y whether each had worked with EDC advisors on «ach kind of

activity and how valuable that activity had been.

9.2 OVERALL SUMMARY OF TEACHER, AIDE AND ADMINISTRATOR RESPONSE
The two major categories of advisor activities with teachers
aﬁd aides were reported to be classroom visits and workshops. Con-

ferences were seen by teachers and aides as connected with one %gu
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both of those actjvities. For example,’when advisors
were said to observe in classrooms, a conference to
discuss the results of ;he observations was seen as
a natural follow-up of observation, not as a separate
activity. Conferences were a major advisor activity

with adninistrators.

The majority of teachers and aides and all the
administraters saw advisors' work in classrooms as

valuéb?e.

9.3. OVERALL ANALYSIS OF TEACHER, AIDE, AND ADMINIS-
TRATOR RESPONSE

Probably the most'interesting comparison among
groups is between the teachers' and aides' responses
to these questions. The aides indicated that, in
Genera],‘they followed the teachers' lead in classroom

procedure, which included their work with EDC advisors.

o

Teachers and aides had divergent opinions on
sorie of the sare advisor activities. The differences
of opinion suggest that different teachers and aides
]

respond favorably tc different kinds of advisor activities.

w
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The major recommendation to come out of this finding is that EDC
advisors should try to determine precisely what kinds of advisory
services each teacher and each aide can use and then to deliver
those services selectively so that, for example, new teachers and
ei%erienced teachers would not be gjven the same introduction to

the open classroom at the beginning of every school year.

9.4 SUMMARY OF TEACHER RESPONSE‘ P
The teachers' statements indicate that not all teachers were -

working closely with EDC advisors when the interviews~weregcondueted.’

In particular, the teachers with the most experience in Follow

Through and those teaching the upper grades said they did ndf of;en

have advisors in their classrqoms. There was some difference of

opinion among teachers .about workshops. ‘Advisors were generally

seen as responsiyg to teachers'lrequests. There was also much

agreement that advisors were particularly helpful yhéh a teacher

was first learning to teach in an open classroom,

9.5 ANALYSIS OF TEACHER RESPONSE

Two -experienced teachers who said they hadn't worked much '\
with EDC advisors were 1ocated!in classrooms which were phys;caIIy
removed from the other Follow Through c1assroomsx The teachers

>
with the most experience in Follow Through said they had worked

closely with EDC advisors in the past but no longer felt that they
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needed as much.advisory assistance and'suggestéq:tﬁat advisors -
should use éheir time w{th the newer teacheﬁs: Iﬁ q11 of these
cases, there seemed to be some question in the teachers" minds
about having someone coming into their rooms to make.§uggestians"
about differenf ways of teaching. It is hard for s’ to know ﬁow
much of this is related to genuine satisfaction with current teaching
practices and how much may reflect %ear of criticism or disagree-
mgﬁt with open class;oom practices. EDC aavisors generally try
to work with teachers who want their help, but as advisors, also
have an obligation to work toward implementing an open classroom
program. hHow to work with teachers who would rather not be advised
is an important questidn for advisors to consider.

The different opinions about workshops suggest that the work-
shops sometimes exhibit characte?iétics of traditional'classroomé
that people who believe in open edicatior~may find undesirable,

i.e., that all teachers have been expected to attend workshops

vhether cr not those workshops are relevant to their interests and

appropriate to their current needs. In particular, there seem to
. be very qifferent—&orkshop needs .on the pa?t\of teachers just
starting oué;in Follow Through as compared to %ﬂpse who have had
extensive experience.. Furthermore, there may be\some built-in
conf]iczs between the aims of EDC advisors who have tried tolfocus

summer workshops on exploring large issues and re-thinking

approaches to teaching and the priorities of teachers who are - 7

[
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thinking about getting thgfr rooms and their plans ready for the

start of a new sthool year. Two teachers had high praise for work-

shops in Boston where they had been able to plan their own agendas

and address issues important to them at that time. This format

may be a productive one for some teachers.

" _bverall, .the EDC advisors were Seen as helpful, responsive,

and crucial to the development of open classrooms. Teachers who

.

had disagreements or reservations with some of the things EDC

. N :
advisors had done were quick to.add that they had learned from

advisors. oS .

s

\ Y *

9.6 DETAIL OF TEACHER RESPONSE

Question Asked:

1. Have EDC advisors ever visited your classroom?
If.yes:

Who usually initiates the contact?

What do they usually do? |

What do you do while they are in the room?
Have you found theif work helpful?

Can you give me some exampﬁes? )
Are there other things you would like to see
advisors do in your classroom?

If no: * / N

Would you like them to wérk in Your classroom?
What do you kriow about what they do in other
teagheré' ¢lassrooms?

o




' ~ Eight teachers said, Yyes," two teachers said, "no," and one

¢

. teacher said, "to a limited extent.” ’ -£\

[

" Of the two teachers who §aid "no", gne was hesitént\about )
advisdts just coming intp the classroom. + She said? "If I had a 2
-problem, I could take it to the advisor and perhépg that would be
the time to work in my q}assroom:" She:déd‘;ay, however, that her .
classroo% is always open to anyone who wants to come in. The
other teacher felt shé knew what advisors did in the &lassroom
(observation aﬁd special projects) from meetings and the learning
center, but she didn't want that kind of heTp “

<+

Two teachers exper1enced 1n Follow Through said that they

%

didn't see advisors much anymore. They felt advisors should be

—_—

spending tﬂnélwith newer teachers. Another experienced teache;
said thétushé maintdins contact with all advisorsi-the nature of
the contact dependlng on each advisor's particular style.
- Three f1rst -year Follow Through teachers offered add1t;ona1
responses to the questions. N One teacher s§1d that the current EDC
“advisor asked everyone at tie summer workshop to write to tell
him hdwrthey wanted to work with him. Another said.that the |
project director notified her about an abpointment with the ad-
. vidor. The third teacher said that she contacted the advisor
because ;he was concerned about some aspects of her classroom

scheduling.

In describing what advisors do~in the classroom, four
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teachers said that EDC advisors had come in to observe their
classes. Two teachers said that’EDC advisors obserVeLclasses and
work with groups of children or individual children. Two teachers
said. that, along with observation and working with chi]drén, EDC
advisors take notes and sharéﬁfeedback later. | !
A1l eight teachers who indicated that EDC adviso?s have .
visited their classrooms gaid that advisors make specific .sugges-
tions or observations or give some kind of feedback. Feedback
sessions generally occur in individual conferences outsidg\the
classroom, since more teachers continue working while advisors
are in their classroom.
-One experienced taacher, in speaking of her contacts with e
advising in the cTassroom, said that the classroom contact had
been so helpful to her in the.past that she really didn't need
advisors to come in anymore to observe, work with children, and
make suggestions. What she felt she needed was "time to‘use and
really become acquainted with a 1ot of materials we have now".
Anather »~xperienceu teacher said that she found advisors
responsive to specific requests. "Either they can help or next
time they will bring soméori who can." She spoke of "plugging in =
pEop]e with particular skills" to “take a look at what we're doing
and give us some feedback on how we might help kids...".
When talking about advisor:' observations, first and second

year Follow Through teachers were more specific. One recalled a
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/ a specific incident:

"(Advisor) observed what I did with a child and told
me a different approach I might try." Another said,
"I was unhappy with matn. He came in, made suggestions." -
A third said that advisors observe "individual kids,
3 my interaction with kids, and space.:.. " always ask
’ them to take notes...because I want something down to
* refer to...notes on individual children, exactly what
they are doing, step-by-step. /I find that really
helpﬁul." ' ,

[ S

Five teachers responded to thé~qdestion about what they do
while the EDg advisors are in their classroom.: Four said they
continue tegéhing. Qne said she tries to observe what the advis-
ors are doiﬁg with children.

Most ;eachers with three to five years experience in Follow

/

Through répbrted that they saw adyisors infrequently and don't .
expect ad'i§gr§wto spend a lot oﬂ/time with them. One of these
teachers said that there really ﬁsn’t anything she'd 1ike to have
advisors do in the classroom. In contrast, another "experienced"
teachers Es always ready to have advisors respoﬁd to specific

‘ requests she has about what's happening in her classroom.

Five of the seven first or second year Follow Through teachers

had a numbenr, of "would like" ‘suggestions regarding advisors'-work
in the classroom. One said, "I'd rather work with people I know
Tike (a partiéplar advisor)" and "I'd prefer working with advisors

\

' outside of the tlassroom.” A teacher in her first year with

Follow Through said that she's not really ready for more help

' because there are| too many new things and new people. She said




that she felt pulled in so many directions by so many people that
she wanted to stop and get things organized in her own head before
talking with so many other people.
Two other teachers described 1ists of things they

would 1ike to see advisors do in the classroom. One said,

"I'd 1ike to have an advisor work on a project right

along with me...helping me go to my classroom and

set up...something which I need...ideas are great

but I don't have all that time to carry them out

_ sometimes, and I'd_just love to have someone, once
we talk about ideas, to get right down to the nuts

and bolts of putting the thing together and seeing
it work."

Another teacher said that she'd 1ike to havg advisors work
with children to give her examples to follow. More specifically,
she could use help with spécific children, such as a girl with a
serious physical disability. She'd 1ike more help on how a
classroom could be arranged; help with how adults in the class-
room could get closer; and tips on handlirg unruly behavior of

« children. She would also like to know if the advisor sees anything
missing in the curriculum that she.-and the aide have created.

One teacher had felt particularly involved with three former
EDC advisors. She stated, "I always felt free to talk to them
and ask them for things." Howéver, there were also\things she
had not liked about an advisor's manner. She fe1£ that a particular
advisor had been rude in the way hg went about helping, for

example, criticizing a teacher or aide in front of the children .

in unhelpful and inappropriate ways:
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An advisor was showing me how to do math games
when a child showed me a picture. I told the
child that it was nice and we'd talk later.
The advisor jumped up and said, "You shouldn't
have done that." I didn't mind being told I
had handled it incorrectly, but I didn't think
the time or the way he did it was appropriate.

This teacher suggested that advisors make notes and discuss
things later, not in the classroom:
I think what they have to offer is excellent,

but I cannot give. my attention to it when I am
responsible for 15 or 20 children.

P4
She went on to sa§ that to give complete attention to what
advisors are saying and trying to work with the children at the

same time is not fair to the advisors, the children, or %ersg]f.

Guestions Asked:

2. I'd 1ike to know ways you have worked with EDC advisors
outside the ctassroom.

(a) Have you ever attended a summer workshop in
Burlington with an EDC advisor?

(b) Have you ever attended a workshop during the
year in Burlington with an advisor?

(c) Have you ever gone to EDC in Boston for a workshop?

(d) Have you had any individual conferences with an
advisor?

(e) Are there any other ways you have worked with an
EDC advisor outside the classroom? What are they?

If yes to 5By of the above:
Which ways were most helpful?

Would you tike to be able to work with EDC advisors
in other ways?




What? Why?
If no to all of the above:

Would you Tike to work with advisors outside
the classroom?

What do you know about what they have done with
other teachers outside the classroom?

3." Thinking about all the things EDC advisors do, including
any that you have not mentioned yet, which do you see as
most helpful? Why? ° ° '

Which are 1éast helpful? Why?

" Are there any other things you would like to see
- them do? '

Summer Workshops

Ten teache;s said that they had attended at least onelfummer
workshop. One expe}ienced tggcher recalled the first.summer work-
shop as being the best. She found that EDC advisors had helped

gher to move from a traditional to a more open classroom, and she
thought summer Workshop; wére still of great value to teachers new
to the program. She noted that summer horkshops were now being
organized by teachers and aides in Burlington and she said she
preferred having them run by EDC advisors.

Seven ‘teachers commented specifically on the 1973 summer
wérkshop, which had been on the topic of the design and use of
space in the open classréom. One teacher said that she thought
the workshop was foolish. She became antagonistic toward the
‘consultant who gave the workshop and finally left. ‘She said others

felt the same way - hostile toward being asked to think abstractly
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about classroom space when they were most in need of concrete work
to prepare for the children's arrival. |
Three of the first-year teachers had a similar reaction to

" the workshoﬁ. One said she went away from the wdrkshop led by ‘the
EDC advisorsconfused and she had felt unprepared for the openness.
Sheiliked the.sessions run by other teachers much better. The
second said that EDC sometimes pushes things that are hard to do
in an actual classroom, but added that one idea they had suggested -
having a "high gear area" for active movement - had worked out.
The third first-year teacher said she had been so preoccupied with
getting to work in her own classroom that she could hardly remember
that workshop. The fourth first-year teacher said the workshop

on space had been good.

3

Worksheps quing the School Year
| Six teaéhers said they had attended school-year workshop§ run
'by EDC advisors in Burlington. Those who said they had not attended
such workshops were in their first year in Follow Through and had
not yet had the opportunity. One teacher did not respond to this
. question. An experienced Follow Through teacher said at this point
she considered workshops more of a nuisance than a help. She éoes
only if someone thinks she can contribute something that will help
a new teacher. Another experienced Follow Through teacher said
that she had found workshops dur%ng the school year to be particularly

helpful in her first year in Follow Through.
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One teacher singled out in-service training days with an EDC
Follow Through consultant as very helpful to her. Two teachers
said they went to all of the school-year workshops -- one said ai}
hadeeen good; the other said she liked the ones that were about
things she didn't know, and singled out one as being unhelpful
because it involved roie playing a parent-child relationship which

was "too far from the real thing."

Workshops at EDC in Boston

Three first-year Follow Through teachers had not yet had an
opportunity to attend a Boston workshop. Two teachers said they
would 1ike to visit. Of the other eight teachers, six had attended
Boston workshops.

Two teachers liked the opportunity the Boston workshops pro-
vided for observation of open classrooms. One teacher thought
thnat doing the workshop activities after discussing them was good.,
Cne teacher who had attended two or three Boston workshops had had
extensive comments:

The one 1 3iﬁed the very most was not structured

ahead of time...We met as a group for four days

and planned what we wanted. I had come with a

specific list of things I wanted help about. I

was able to accomplish each and every one.
She went on to say that the second Boston workshop which she attend-
ed was more structured and consequently more frustrating for her.

She preferred to have the freedon to say, "Hey, this is what I need."

She'd rather find someone to plug into her needs, not visit schools.

-5
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She also commented on EDC-Newton having beautiful space and
equipment. She had found all these experiences away from
Burlington very different and helpful. She worried that funds
for Boston workshops were being cut back.

Another teacher said:

The workshop that I did go to in Boston, I think
was one of the best things that ever happened to
me in the whole field of education. I learned
more from that than I did for any of my college
studies. It was really great...They said, "What
do you want?" Now, maybe that happens all the
time...I was very fortunate because anything I
asked for I received.

Individual Conferences with EDC Advisors

Only one first-year Follow Through teacher reported that she
had not yet had an individual conference with an EDC advisor. The
ten other Follow Through teachers listed the following as categories
of individual conference advising (some teachers responded in more
than onétc;icgury). -

5 advisors give feedback on classroom observations
4 advisors make responses to specific questions/requests

3 talked out problems with advisors or just talked

1 advisor had given suggestions for starters in the
classroom when she was new to Follow Through.

One teacher said that suggestions on "extensions" and use of
materials was very helpful at the beginning of the program.
However, now she needs times to use the suggestions and get

acquainted with the materials. She added that sometimes just
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talk%ng with advisors is a Tift--it gives one something to come
back with.

Another teacher said that advisors have been very responsive
to specific requests. She reported that at least twice and most
recently with (the current EDC liaison advisor), she said,

“1 reallpwant someone to come in here, take a look
at what we're doing, and give us some feedback on
how we might help kids to be more independent.
-Also to give suggestions on ways we might extend
some of the activity going on in the classroom."

An experienced teacher said that two years ago, she had told
an EDC advisor that she felt lost and the advisor suggested that
she start children in a specific readiqg series. The teacher said
that had made her feel better because at the time she didn't know
enough about the program to even ask questions and the advisor's
suggestion got her moving. This teacher said she now feels
comfortable with her room and she thinks the children feel comfort-
able so she doesn't need help or suggestions for change at this
time.

Refering to EDC advisors, another teacher said, “The people
are wonderful and most helpful.” Particularly, she said,

"1 always like specifics...l really dadmired what
(an EDC liaison advisor) did--he skowed me other
ways of extending in my classroom...I'm not good
at thinking things up on the spur of the moment--
with superior teaching, like this advisor demon-

strated." :

The five other teachers made less detailed statements. One
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cited two EDC advisors and a con§u1tant as making good- suggestions
from classroom observations. Another found individual conferences
in Boston helpful. A third appreciated the current liaison advis-
or's suggestions after a c]assroom-observation. The fourth liked
the individual conferences, but would li;e to haye demohstrations
in the classroom. The fifth teacher mentioned her preference for

feedback sessions after classroom observations, not while the
1

children are in the room.

Other Ways of Working with EDC Advisérs
. In response to the question, "What othgr;w;ys have you worked

with advisors outside the classroom," one teacher said that after
individual cor.erences on prob]ems,vadvisors would send information
in the mail. Another teacher said that she'd helped an EDC advisor
plén qnd coordinate a poetry work§hop:

Some additional comments made in response to this question
included wishes for an advisor's help with working with parents
and with creative writing. One teacher who had expressed her dis-
agreeﬁent about some o%rthe things EDC advisors had done said she
did not feel good about being antagonistic toward EDC, but that
she felt the EDC approach to Follow Through had beén, -"a beautiful
idea that hasn't worked."

Question Asked:

4. How do you let advisors know about things you'é l1ike to

see them do (with you or with others)? How do they
usually respond?
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When asked how they let EDC advisors know about things they )
would like to see them do, five teachers said the? spoke with
advisors personally when the advisors came-to Burlington. Both
the c&r?ent liaison advisor and previous advisors were praised for
éheiriresponsiveness to this kind of approach. Three teachers
said they would let the project directér know when they wanted an
advisor's help. One of these teachers made thgépoint5that in pr¢er;
to do this, she needs to know not only her own needs, but also
which advisars will be coming and what their. strengths are? Other
methods of communicating req;ests were writing letters, signing.

/ a sheet passed around By the project.director, filling but a form

distributed by the EDC advisor, and going through the local “advisor

(a position that 1ong§r exists in Burlington Follow Through).

“ / ~ -
9.7 SUMMARY OF AIDE RESPONSE ’

The Burlington aides described advisors' activities in tieir
classrooms as (1) making suggestions or helping with problems, (2)
obggrving, or (3) working wit% children. Some saw these activities
as helpful while others did ggt. There was also variation in
aides"opinions about the value of workshops run by EDC advisors.
Workshops that some aides considered very useftl were seen as a
waste of time by others. Communication with EDC advisoré did not
seem to be a problem, and most aides said that advisors were very

responsive to requests they had made.
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9.8 ANALYSIS OF AIDE RESPONSE

¢ The m&st intergsting characteristic of the respdnses
to the question abﬁﬁi what advisors dé in classrooms was
¢ - _ the diffefence between general and specific comments. The '
only negative or miked opinions on the advisors' work
showgd'up in‘general commentary. HNo particular advisor :
was p%npointed as being unhelpful. On the other hand, when . : ;
specific advisors were named , only complimentary statements

were made. This may reflect the identification of the researchers

with EDC. However, there seems to be a positive implication in the
fact that nearly all aides could name at least one advisor who had

\_ been helpful, even if they did not appreciate the work of all EDC

. advisors. .
i Some additional information helps to explain the

! differences of opinion among aides about the value of work-

shops. First, an aide pointed out that the summer workshops -

were. sometimes awkward because teachers and aides were
¢

\ anxious to get into their classrooms and prepare for the
opening of sch&o1¢ Second, the EDC consultant who gave

the workshop on classroom space/which was referred to,

had led the teééhers and. aides into the process of thinking
about the arrangement of space in their classrooms by

beginning wifh broad concepts about space, rather than’

J
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beginning with~c1assr_phs The consu]tant seemed to have thought .
that this would allow thg/part1c1pants fo approach their own ///
classrooms with new ideas and a fresh visioni this seems to have .
beeq accomplished in some cases, bu£ it also proved frustfati g

for those who wete anxious to get right into preparations fgr the

new school year.

"There are at least two important factors suggested here that
need to be considered in .planning thuge workshpps. <One {s tﬁat
it seems to be impossible to;p]an a single workshop that speaks
to the needs of ;11 teachers and aides. The second is that, even
if all or most paréicipantsgare interested %n thé topic of a work-

shop, the approach may not appeal to all of them.

9.9 DETAIL OF AIDE RESPONSE
Question.Asked:

1. Have EDC adv?sors ever visited your classroom?

N
N N ¢

If yes:

What do they usually do? .

Do they work directly with you7 B

What do you do while they are in the room’

Have you found their work helpful? (Ask for examples)

Are there other things you would like to see advisors
do in the classroom?
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If no: '
X Would you Tike advisors to work in your classroom?
, What do you know about what they do in other class- - °
/ rooms? .

Ten of the aides said that advisors had visited their class-

rooms. The eleventh asked, "hhlch one's are EDC's?" So many $e0p1e

-

A

care in and out of the classroom that it was difficult to 1dent1fy
EDG an1sors. The activity most often mentioned by,aides was mak-
- ing suggestions .or otnerwise helﬁing with specific classroom
problems. Some spec1f1c ways ment1oned in which advisors helped
were in setting up a math curr1cu1um, g1v1ng advice on arrangement
of space, introducing weaving, and he]ping to start a terrarium.
FourAaides said that advisors observed in their classrooms. \Mesf’

daid that the advisors took notes “and ta]ked with the teadher and *

+

aide afterward. The advisors were sa1d tc observe 1nd1v1dua1

>

chiildren, uses of space, and strengths and weaknesses .in classroom

practices. Three aides sa1d “that advisors sometimes’ worked
~ € 3 -
directly with children, ‘ !

i
i

Yhen asked to give opiniQns ?nd suggestfons on advisor work

in the classroom the Bur]1ngton aides respohded in varied ways.
&

Sone made comments.about the “adviscry services in genera1 Others

+

p1rpountee particular advisor activities,
N General -- \1ne aides made general statements about the'

advisory services. Three aides responQed positively. One said, . \

. "They've been a great help.- I think they're doing a good job."




\.

/
Another sai&, "I think it's up to us to ask for help if we need

it. ‘Anythihg we have asked for they've responded to." A third
aide was more specific, saying that notes on observation of Chil-
dren and i?eas on room organizations havg been helpful and in-
formative. .

On the other side of the coin, four aides had either negative
or mixed opinions about advisor§. One aide.said, "T'd just as soon
not have them. Toeo méhy adults in the room isn't good." Another
aide gxplained why she had resisted the current EDC advisor's
suggestions. She said that in earlier years, withlthe exception ’

of the year just past, she had feit that advisors treated teachers

an? aides like children, gave too much negative cfﬁticism, and

_didn't let themselves be known.

I foughi them. I found them not as communicative

and honzst as I felt they could be...I didn't Tike

their guessing games of always coming up with a

better way--'Why that?' or 'You come up with t'e

why's'...if I was so intelligent I wouldn't -reed _

their guidance in the first place.
This aide's major criticism was that she felt the advisors #lways .
pht the burden of problem so]vipg‘on teachers and aides, and were
never open With their own thoughts. However, she seemed to be estab-'
lishing a more productive relationship with the current”advisor.

A third aidé expressed a similar complaint .about the technique

some advisors had used of turning questioné back to the questioner.

“
L

?
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(Two previous adv1sors) always seemed to be-able
to give me a really solid answer, where the people
I've dealt with...the last few years, a]ways, I
think maybe what ithey're trying to do is get me to
be able to solve my own problem. But, I really
ddén't ask them friivolously, and by the time I ask
them, I.really need help.\ And I haven't really felt
I've had a really solid type response, you know,
lately...I find that frustrating.
, ' :
A fourth aide expressed some hesitation about working with advisors.
- 4
She said, "I really don't have too much to do with EDC. I don't
know many of trgmpeople " When asked %f she would like to work
more w1th EDC adesors, she indicated that she preferred to work
with people she knew well. Another aidei made a s1m11qr comment
about her reluctance to have "people she doesn t know in the <
classroom.”
Two aides offered constructive suggestions about the advisory
\ -
process. One said that advisors should tell what they have to
X ) ( ’ ) ,
offer. The other'said that it ﬂpuld help i¥ she couTd see advisors
work with ch11dren "1f we're nav1ng a prob]em, it's reaily easy
£ .
for someone else to tell ;Du how to solve that problem. But, if ‘ ’
they come in and show you with the chlldren,‘1t really makes it a
1ot better."
Sgécific -- The current EDC advisor to Burlington was mentioned
and praised by four aides. The aide who saié she had resisted the
new advisor a]s; said she appreciated his,candor in telling Qgr

that he felt she was being defensive  Anothér mentioned that he

: had been a great help in observing and ccmmenting on the room. A

RS
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" third commented on his observational skills with, "I think a person

who comes in like that can tell you more than you see yourself--it's
great." A fourth aide contrasted his style of advising to others';
she said:
I find that (current advisor) is one of the few
people in ths world who can come in the room and
criticize me right and left and I can take it. I % ¢
.really do not like people coming in the room say-
ing, 'You should do this and you should do that.'
I just feel...'you haven't been here. . You don't
_know these kids.'...every time says something
(I think) 'oh yeah. Why didn't" I think of that--
of course.' It's a nice way of telling you what
to do, o ad usually really helpful. ‘
Previous advisors were also mentioned in posit{ve ways by four
aides. One was liked because he got right in with the children at
their tevel and didn't stand'around waiting. Another advisor was
helpful to an aide on problems with first-second grade combinations.
Two early advisors to Burlington were mentioned by another aide.
She said they always seemed to be able to give her a really solid
answer. Another gide said: that one of these advisors had been
helpful with Hér math program, showing her different ways cf teach-
ing math. '

Question Asked:

2. 1'd like to ‘now about ways_you have worked with EDC
advisors outside the classroom:

(a) Have you ever attended a summer workshop in
(community) with an advisor?

(b) Have you attended any workshops during the year’
with an advisor? ‘




(d) Have you had any individual conferences with an

advisor?

(e) Are there any other ways you have worked with an
EDC-advisor outside the classroom? What are they?

If yes to any of the above:

If no ta all of the above:

The responses to these questions were difficult to report
because some aides had opposite responses to the same workshops.
In addition, the number of workshops most aides kad attended in
Burlington was large enough that they couid really only sort out
their opinicns about recent workshops. Thus, some talked about
workshops in general and others talked about specific workshops.
Although some of the confusicn may have resulted from the
phrasing of the questions, part of the lack of clarity in responses
seered to reflect genuine differences of opinion. One aide set .,
out some reasons for such differences in exp1a1ni%§ why. she thought
workshops were not always helpful to her.
.1 krow it's hard for the (EDC advisors) to plan
R ¢ group type thing to start with...even if they
do get the responses (to questionnaires about
vhel t€achers and aides want in workshops), and
I'm sure lots of. time they don't--people don'* .

. even bother to fill in the forms. Why, how can .
& they adjust to the needs of say, 30 people. What .

(c) “ Have you ever gone‘to EDC in Boston for a workshop?

Have you found working with
advisors outside the class- v
room helpful to your work?

Would you like to work with
advisors outside the class-
room? What do you know about
what EDC advisors have done
with other aides outside the
classroom? )
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one finds really desperate another one doesn't
want any part of. And I think some of the
teachers have been here for several years.
Certainly their needs aren't going to be like
a first-year teacher's.

Her belief that people's needs would be quite different is borne

out by other responses.

-

Summer Workshops . . N

Ten aides responded to the questions about summer workshops --
Five aides said.that they found these workshops helpful. Five aides
said some Qere helpful--some were not. Six aides specifically ‘
mentioned the most recent summer workshop in wﬁich a consultant had
worked with them on arranging classroom space. This %?rkshqp pro-
vides the best available example of different opinions, since
three aides indicated that they Qad liked it and three said they
did not. One of the aides who liked ii said she had learned a lot
from the space workshop. Another was less enthusiastic, saying sﬁe

had listened to what was said but that her room was already pretty

well érranged. The third said she had gotten lots of ideas from

t@e workshop, such as bdilding a loft for plants. She said, "A
Tot Zf teachers changed their rooms completely arounq after going
to that workshop.” - (

Taking the opposite position, one aide said that she had found
the same‘horkshop comp]etg]y frustnating, that she had had no time
to give it thought, and that it hadn't helped her one bit. Another

said, "I'wasn't satisfied with the workshop on space design. It
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was good for design in the classroom, but I think too much (time)
was spent on areas for activities and not enough on math and read-
ing and things like phat."~ )

¥ Four aides who d%d not comment speciflca]ly on the classroom
space workshap had varied comments about workshop activities. One
said that one‘yorkshop~activity that involved looking at slides
from another EDC Fo]]ow Through site had not been helpfu” because

she needed things related to Burlington. Another saia she found

game-type activities, in which participants had to form groups, to

-be frustrating. She added, however, that she felt some of them.

ﬁid bgen useful,-as when a game with Indians and Chiefs had helped
the staff communicate better. She said.that even then some people:
Had thought the time could have beeﬁ better spent getting things
ready in their classrooms. Anotherbaide<said she had attended every
workshop they had had and that she found them worthwhile. She
especially liked -being able to write down in advance which activity

she wanted to attend.

Workshops During the School Year -

One aide séid that she found those workshops helpful. Another
said she had attended them but couldn't remember specific ones. “A
third said that. some were helpful and some were not, citing a
workshop on record keeping which, she said, was not relevant to
her because she was an aide and not a teacher. Another aide found
thelschool-xsar workshops repetitioys and said tkis caused people

\ S
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to stop attending them. The fifth aide who commented on school-
year workshops said she had gone to quite a few the previous year
that were for teachers, aides, and parents, on such topics, as
canning and needlepoint. ‘These, however, were nct workshops run

by EDC gdvisors.

_Workshops at EDC in Boston
Five aides said that they had never attended a workshop at
EDC in Boston. Five aides said that Boston workshops had been
helpful to them. One aide did not find these workshops helpful.
Three of the five aides who had never attended a Boston workshop
said that they'd like to. Some had not been able to attend for
personal reasons. |
‘Workshops at EDE-in Boston mentioned as having been helpful
were on carpentry, record-keeping, parent involvement, aide
certification, and how-to-keep-Follow-Through. One aide said:
I've been down to EDC twice--I thought I got a
1ot out of it, but I do think that probably
we've failed here, in that we haven't come back
and shared it with people the way we should
have because it's really not fair for maybe
three or four people to get it and rnot share
it. -1 think that's more or less self-defeating.
One aide who said she had gone to two workshops in Boston
felt that the large group meetings there were a waste of her time
’and of EDC's méney. She said they had seen a film together that~®

had nothing to co with her class.

o
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I°just felt very lost, wondering what I was doing
. there...Nothing seemed to be organized or planned

and you were sort of on your own. And,ef you

didn't really know exactly where you were going-

I just wanted something that would be of interest

to me, that would involve me.
She went on to say that aides had been asked in advance to write~
down what they had wanted to do at the workshop but she guessed -
that so many people had written down different things that there
had been no chance to plan for everything. In any case, she didn't
get to do anything she had written down. She said that’
when she approached advisors for help they always seemed to be
involved with someone or .something else and told her they'd aet
around to her but then never did. She was quite disappointed by
this because she had been to a workshop at the EDC Follow Through

site in Philadelphia where she felt very much involved.

Individual Conferences

In asking this question, we were not clear ensugh in describ-
ing what we meant by an "individual conference." As a result, six

aides did not respond to the question. One aide said she had not

had any individua confeﬁences. Four aides said that they had.

One thought she had been in such a conference whe& the féacher-aide
ﬁair%ngs were first being estahlished. Aqother had talked with an
advisor about a problem with her?own child. The fourth aide said
that she and the teacher she worked with had talked with EDC

advisors about what the advisors had observed in cheir classroom.




@

Some of the aides who did not respond to the question had previo§s1y
talked about similar conferences; in connection with c]éssfoom
observations. This seemed to indicate th;t more than four aides
have met with EDC advisors individually or in small groups, but did"

not think of those meetings as "individua1{onferences."

~ Other Ways of WOrking'with EDC Advisors

Only ore aide responded to this question, thch was designed
to allow for additioyal comments. She said that she had attended
a summer workshop.at the Philadelphia EDC Follow Through site. She
liked the opportunit} to get acquainted with the ether Burlington
people she was traveling with, since they had not worked together
before. At the workshop there were lots of different things going

on and she kept very busy. She added that it was befter organized

than some workshops she had been to since.

Other Ways You Would Like to Work with EDC Advisors

Only one aide offered guggestions for other kinds of work she'd
1ike advisors to do. She hoped that advisors mjght encourage prin-
cipals to spend more time in the classrooms. She also wanted some
help with weaving and wanted advisors’to,help her and others to
deal with parents better, because she felt that only the middle

class parents were involved in her school.

General Opinions about Workshops

One aide felt that ad' isors introduced new materials so

- .
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often that she didn't have time to get used to.them before new
ones were thryst upon her. She said she hated to go to a new\york-

shop because she hadn't yet incorporated what she had learned from

- the-last one. . She also wanted workshops that were mére-structured

so that. people would know beforehand what waseévailable.
A second aide echoed the desire to know in advance more about

what advisors had to offer, while a third felt she did know what

advisors were doing and could -get a lot out of workshops. One aide

mentioned an incident in a workshop when she felt the advisors had

gotten into problems with each cther that marred the workshop.

Question Asked:

3. How do you let advisors know about things you'd like to
see them do? {with yourself and with others). How do
they usually respond?

P

Aide-Advisor Communication

Five of the.nine aides who responded to this question said
that they wrote their wishes for advisor services on-a sheet that

"l

was .circulated before advisor visits. One said thé teacher she
worked Wiéh filled it in and Pnogheﬁ said that at 1;ast once she
had just written éhat she'd do what the teacher wanted. Another
said she had wgitten requests in thg past, but would contaﬁi the
project Hirector now. ¢Two other aides aiso Said they would make
requests for advisor services through thé project director. The

remaining two aides said that they would ask or tell the EDC

. -

b b
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advisor directly what they wanted.

. [ .
One of the aides who said she spoke d1rect1y with advisors ¢
said that she was very outspoken and would just go up and tell
adv1sors what she thought. The aide who said she wrote that she

would do what the teacher wanted explained that she saw the class-

%

room as the responsibility of the teacher and that things should
run her way. She added that therd had to be a certain amount of

s _
agreement between teachers #hd aides on goals and that it was N

-

essential that advisors be told what people wanted: "I think for

the mdst part you‘ve got to tell them. They can:t\gessibiy get°

-

around to that many classrooms and see what every individual needs.'

>

Advisor Response to Requests

Nine aides seemed quite pleased with advisors' response to
requests. Some of the comments included (paraphrased):
-- Advisors don't shirk their duties.

.
"

-- Most are willing to give up their own time, beyond what
they' re sthedu1ed for.

-- They've a11 rea]]y tr1ed : ‘

- == Everv time she came she'd have something for us even if |

she wasn't going to be “working-with us that mucheon thit ’

_ particular visit...I'm sure on her part it must¢have |
’ T taken loads of research .

- -- The Career Developmen Cmnnittee asked for help in finding
relevant courses and teachers (for aides). We got some
he]p - . ’

-- Anything we have asked for they have responded tc.

X
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9.10 and 9.11 SUMMARY AND ANALYSIS OF ADMINISTRATORIRESPONSE

Three points deserving emphasis emeﬁge from the ré;pqnses of
Bur]ihgton administrators to questions about their contact with EDC
advisors: (1) a feeling of ease in communication; (2) the admin-
istrators' sense that the EDC advisors can help them personally in
their work; (3) the belief that the program has become more maturg,
entailing a different relationship with EDC. The interviews gave
the impression thaF’ali three Bur{ington administrators felt capable
~of expregsihg their views to people from EDC and confident that
those views will be attended to. Two administrators mentioned mak;
ing phone ¢plls and the third said thét he‘qould have more,éontact

with advisors if he did more to get it. Whatever problems exist

between Burlington dnd EDC, they do not appeai to be v}ewed as a’

- :

result of poor communication.
s -

Each of the administrators mentioned some way EDC advisors

had ;;sponded to their needs, in addition to responding to the
needs of teachers and others. Tﬁe principals and project director
apparently do not view EDC advi;ors se]e]y as pedble ﬁg work with
teachers, but also as people who can benefit adminisérators -

Ll

djrect]y./ .

Tﬁe project direc;or and principal of'the.school where most
Follow %hrcughyclasses are located both expressed the belief thgt -
“the EDC adv?so;s are and should be functioning-differently now
tﬁéﬁ in previoﬁs years. The'projéct director attributed this to
the yeays of experience many teachers had with Follow Through.
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The principal talked of the matur1ty of the program, implying that
the needs of the program have changed and that EDC advisors had

adjusted to that need. .

' Co . . )i

i

1 9.12 DETAIL OF ADMINISfRATOR RESPONSE

Questions Asked:

What have EDC advisors done with you.- In general, hayve
you feund your work with EDC advisors helpful., Why or
why not? Can you give me some examples? What else
would you like to see advisors doing with'ypu? !

1.

. 2. . What do you know about what EDC advisors have done with
! others in the program? (Teachers, aides, 'parents, other
; administrators) Do you see these things as helpful in
j general? Why or why :not? Can you give me some examples?
T 3. MWhat difficu]ties have you had in general? '
4. How do you let advisors know about th1ngs‘you 4 Tike to
see them do? .
5. To what extent do you feel your needs and wishes for )

advisor activities and pérsonnel have been or are being
met by EDC? Can you give me some examp]es

u

L4

- Because there are only three adm1n1strators in Burlington (the

£

*prgncipals of both schools with Follow Through classes and the

q" Feilow Through Project Director)i each person's responses will be e
reéorted sepafate1y. 4
E e \ )
‘ /
Princ1ga1 A ,

This principal said he did not have a great deal of contact , 

o £

puf

with EDC advisors.

He said this was alright with him since there

only une E911qw Through class” at his "school, and he atfributed

He accepted the

t of the ‘ack of cor ict to his own actions.

I
!
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subordination of h%s é&hoo] to the other school, where the ot er
ten Follow Through classes and the Follow Throughfoffice are
located. He saw adv1sors as_ peop]e who offer ideas to teachers but
let the teachers work out proh1ems for themse]ves He sawd they
11stened we11 to the teachers and made useful" suggestions,’ and he

saw a "chang of, pace" qn the schod] resu1t1ng from the adv1sors

work. An EDG adv1sor had put h1m 1n touch w1th .a éummer program
v \
on open education that he founq ver;sst1mu1atjng.< He also said he

Y

h"‘"‘_’-“‘(z-

has learned sbout child development from’workéhops run by EDC

;E; advisors. R Lo ‘ .,
J i% This principal wished the EDC'advisors cou]dfspend more time
in his school. aHe also wanted them to ?cohe on stronger" than they i
' do saying they should be straighter ané more forthright: He
/ 'egperienced some amhiPuity concernihg/the role advtsors are to glay

in the program; He felt that things would be smoother if there .

e

were more communication on both sides, particularly if adviéors

?;. ) 1, ' would spell: out for him what they were planning to do each time
‘ they fame. ‘He felt that he could let adv1sors know what he'd like
’C_theh to do either directly when they v1§1t or by send1ng a message :,
through the projegt director. ‘

! U

Principal B X
} {

o The other principal had been more: intensively involved with

EDC . adv1sors, since all of the K-3 classes in his school are Fo]1ow

Through classes. He felt that there had beer a change for the

o /o . o
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better in the work of. EBC advisors over the years. He said that

£ -~ & N

the first yearlthéquvisors were "too laissez faire," stressing
so-calied creative things like working with tri-wall, but negiect-
ing things like reading. One of these advisors, he said, had told
\teache;s that children Qou]d learn to read when they were ready
and didn't need he]p, which he fe{t had contributed to “chaus“; He
singled out a particular advisor as having turned the tide froﬁ
"hubbub" to concentration on ré%ding. Although he”was‘just getting
to know the current advisor, he expressed confidence in him. -He
said that the new advisor was meeting'wit; teachers- and aiées, the
'PAC chairperson, and sometimes with the superintendent, and that
this .advisor Wangetting into in-depth work with teachers in their
classrooms.’ b
Regarding difficu]ti;s in working with EDC advisors, this
principal said that he had asked for help in strengthening parent
involvement but had not been satisfied with the work of the advisor.
He(fe]t that distance was not a problem because he could always
bhgne EDC. Other ways he communicated with advisors were in -
writing’qnd directly when the advisors visited. He said he felt
EDC tries to respond to Burlingtén's needs and pointed out that
Burlington Follow Through hag.asged:to have the current advisor
assigned to them. He thought Burlington now had a "mature" program,

that people know what they need, now, so that instead of letting

£0C meke all the decisions they now feel they can nake demands and
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expect EDC to respond to them.

>

Project Director

The project director said that in lhe béginning EDC advisors
had helped her understand what Eo]iow-Through was all about anh
that they had given her needed help in learning how. to deal with
the administrative aspects of her job. She, had gdne through the
same training wo;kshops as the teachers and found her -trips to
workshops in Boston véry helpful. The workshops put her in touch
with people from EDC she cou]d call on and had exposed herﬂto many
new people from other programs. Reqent]y, an important part of .
her contact with EDC advisors had been sizt{hé down with them and

the principal every month to talk about what ‘had been happening. .

" She felt this gave her information she needed in order to be able

to support what.wa$ going on.
She saw advisors as helping teachers with‘thing§ like ‘room

arrangement. She said tha. there were fewer workshops now for all

the Follow Jhrough staff because many teachers now felt they didn't

need that kind of help since they have had it for several years.

She did say, however, she felt that teachers wanted continued

“individual help. When asked about difffculties she has had in

working with EDC advisors, she said that she had not really had many
becauge she always felt free to call EDC when problems arose. She
did say that she had not always been kept informed sufficiently

avout what advisors had been doing with teachers in the classroom.

*See page.30 ‘ ,
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" Follow Through and non-Follow Through staff.

She also menpioned that the fréquent turnover of advigors had
created some problems with contin&ity, though it had ﬁrovided

a nice variety of approaches. She said that she communicated

with qdvigors by phone and by letter andrthgf one of ﬂer jobs was
to find out from teachers what kinds of input they would like from
advisors and to Qommunicate that to advisors before they céhe to
Burlington. Responding to the. question about how much EDC has

5

succeeded in meeting fer wishes, ‘she said she felt that Burlington

Follow Through had been spoiled in thé‘beginning‘of the program

by having a large amount of advisor help with just four teachers,

-

" implying that she wgu]dulike to have more advisor time but sees

-
that as impractical. "She volunteered that EDC advisors have pro-
vided a useful service by doing some work with non-Follow Through

teachers in the school, thereby he]pi;g to improve re]agions between
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CHAPTER 10

. SATISFACTIONS AND DIFFICULTIES OF WORKING IN FOLLOW
THROUGH AS REPORTED BY BURLINGTON TEACHERS, AIDES,
" " AND ADMINISTRATORS L

. -
R4

10.1 INTRODUCTION
The questions reported in this chapter were designed to
-allow respondents to talk about aspects of their éipenigpce in the

Follow Through program that they considered important but which

" we had not specifically asked about. In order to elicit state-

ments about what it means to be deteaéher, aide, or administrator
in Follow Through, we asked all three groups to describe the
Qreatest satisfacfions and greatest difficulties they have exbér:
jenced while working in the Follow Through Program.

Teachers and aides were asked what tips or suggestions they’

Pid
Z .

would give to q person considering entering the program} Aides
were asked about the impact of their experiences as aides on their
personal ;oals. We expected that the opportunity to become an
aide and to work toward certification as a teacher would be

significant to many of the aides, and we wanted to give them a

. chance to talk about that.

Administrators were asked specifically about EDC Follow
Through, their obinions-aﬁbut its goals, and about the positive

and negative asbec;§ of EDC Follow Through in their community.

" We hoped these questions would fit the perspectives of
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administrators who had responsibilities for whole programs or

5

schools.

10.2 OVERALL SUMMARY OF TEACHER, AIDE, AND ADMINISTRATOR
RESPONSE

The major source of satisfaction for members of all three
groups was the oppgrtunity to work with other people in the pro-
gram, especially the children, teachers, and parents. Teachers
also appreciated the extra resources they had, both human ;nd

monetary. Aides were pleased to be abie to. work in_classrooms

and many were glad they could take courses toward certjfication

i

as teachers. .The administrators expressed ‘strong agreement with . _

EDC's goals. In general the difficulties cited had more to do wit

q

the usual problems of working in a sché6l than with the Follow
Through proaram per se, 7
10.3 OVERALL ANALYSIS OF TEACHER, AIDE AND ADMINISfRATOR

RESPONSE

The teachers, aides, and administrators in Burlington viéwgd
Follow Through as highly béneficia] to them and to the children.
This. was 1nd1cated‘most clearly by the fact that many of the
sat1sfact1ons described by respondents were attributed to Fo]]ow
Through, while most of their difficulties were not.seen as

consequencés of the Follow Thrqqgh program.

\

10.4 SUMMARY OF TEACHER RESPONSE

Teachers emphasized their satisfaction with the number and
\.
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qua]ity of the adults available to help them and the extra money
they had for supplies and materials. They fourd these-added re-
soarces‘helpful in their work. Most.of the satisfactionsmthey
mentioned resulted from the Follow Through prograh, but many of

the people they named as helping in their work were emp]oyeo by

the school system, not“by Follow Through. The difficulties cited
were more varied, including such problems as lac@ of time for plan-
ning,‘trouble hith di;ciplihe, red tape, getting used tolopen |
classroom teaching, aﬁd_quferences in,phtlosophy among staff '
memhers The tips teachers’ said they would share with new teachers
entering Follow Through 1nc1uded speC1f1c suggestions about the
schoo] and the Fol1ow Through program, 1nformat1on about the EDE
apprOach and the relatjonship of teachers to EDC, agd the

yualifications required of Follow Through teachers.
<7

10, 5 ANALYSIS OF TEACHER RESPONSE

The responses to these’ quest1ons did not reveal any facts or
opinions not touched on in other parts of the interview. Teachers
generally restated themes that had appeared befOre The overall
1mpress1on from these responses is that Follow Through has had a
distinct and beneficia] impact on these teachers. They expressed ’
satisfaction w{thlmany of the parts of the program, and most of
their difficultiesawere the kinds of things that might cause
problems in any case, not problems created by the Follow Through

program. . - Y-

’ aca
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10.6 DETAIL OF TEACHER RESPONSE
TQuestion Asked: .

1~ - What are your éreafest satisfactions as a Follow
Through teacher?

The eleven Burlington teacher responses suggeited three

general categories: adults as resources, money for different

materials and actiVities, and other satisfactions. Teachers'
descriptions of their greatest’satisfactibng varied in detail and
emphasis. The‘"other" category will be described first, because

these satisfactions were often stated first.
Other “%‘{ “
The satisfactions paraphrased below give a sense of the

variation in content, detail, and emphasis.
. : ) . A

-- It happens about 300 times.a day that I'm satisfied--

almost always it héppeds with the kids.
-- Before Follow Through, every child had a workbook. I
xhated that and am grateful that Follow Through came
" here.
-- .Right now, the atmosphere gives me the most satis-
. faction. Autonomy‘wifgin the clas;room - to organize
. and do what I feel is really important.

‘- Health, dental, nutrition: Follow Through helps kids

in this neighborhood.
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-- The‘change that I've seen in the children withinsmy:

own classroom and being where I want to be,

-3

said her -greatest satisfaction was:’

Adults';s(Resoyrces~

Seven teachers mentioﬁed adults as resources. The'most
experienced teachers in Follow Through did not mention adults as_
resources. ITwo teachers with one or two years ofrexpeiience in

Follow Through mentioned “adult resoyrcesﬁafter stating their other

. satisfactions. One said, "I'm extremely pleased with my éaassroom ’

4

staff and with help from outsidé,"iand the. other was pleased with
"dealing with people who wofk wslj_togetherdand 1ike eachgothér." "
Two teéchersthith less teaching exberience'but a longer relation-
ship with Follow Through also mentiﬁned the importance of other’
adylts as resources. °

Three of the fbur teachers with one to two years df teacﬁiné
experience and in their:first year with Follow Through- emphasized,
their satisfaction with the adults who were available to them as.
resources. One said, "The aide is the biggest difference and
greatest satisfaction.” The oiheﬁ talked about the help she had
received from a consultant brought in by.the EDC advisors. Shea

-

Being pushed in areas I want to be pushed into.
For example (the consultant) encouraged me to put
a monster corner in the class and approach math
and science through monsters. (She also encour-
aged me to) get a cubby space built...Having other
adults to share responsibility in the classroom;
working together and seeing how many ideas you can
come up with together--more than working alone.
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dults who work in the 1earm'°n§*\2-

4 ~

The third teacher,mentioned the a

center in the school and others with special expertise in reading.
T O ¢ ' .. s

-

%
Money for Different Materials and Activities

The re%ponse of four teacﬁé}s fits in this category. One

-

= experienced teacher stressed items in this category. ‘She: oxpres-

i

séd satisfaction with f//iif - "

"“the kinds of -things we have been able to do, such
as taking more trips.with youngsters which gives
them more experiences-and uvsing the-kinds of

materials the program has been able to choose” and 6 .
, buy." . : ' ¢ .
e “Threé'othév ‘teachers mentioned‘monei for supplies, after stating |
other sdtisfactions. oo o . cre

Quespion Askéa:' :

-~

2. What.are your gieatest‘difficulties as‘a Follow
= Through teacher? : :

-

’ Burlington tedchers' greatest difficulties in Follow Through ,
focus on the dimensions of time, discipline, red tape,. getting -

used to‘open edutation, and differences in.philosophy.

-

L4
=

Time

Four teachers indicated that more time for planning and .

4

preparation was needed in an open situation thén’in a formal

classroom: .
-- Always more to do than you haveﬁtime for.
<2 In being so individualized-;hgrd to keeb on top of

what everybody is doing--tiring.




Two teachers cited discipline as a continuingy daily*

, . difficulty. ' '

Red Tage L -
. Two teache:s fe]t that red tape and other extra things to’

. do were ;hewr greatest difficulties. One mentioned that Follow

and ch11dren, attend1ng extra meetings, and making extra parent
~ w

contacts. The other teacher said, "paper work...like special

forms to get a bus...Eomplicated forms for petty cash -- seems

like things could be a little easier.”

-

Getting.Used to Open Education
. . 14

Two teachers felt that gettinb used to open education was

M~

gy
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L " __ It's a lot harder; it really is. But.again, more
:‘“-leit1sfy1ng " : . .
. s greatest difficulty s feeling guilty that I don't
spend more time when the kids aren't here...but I made
, . ug my mind that my family is too’important. ' .
> ¢ - ' ) ¢ ‘
Discipline .

> Through requ1res turning in monthly records on classroom act1v1t1es -

£

>




T !
bthe1r greatest d1ff1cu1ty One teacher said, "Getting accustomed -

e' to a]] the services and _having so many people in the classroom...
(at f1rst) I found mysel;hbe1ng defens1ve in front of the a1de o '
and student teacher. I don't find myself bé1ng defensive now."
The other was less specific; she said, "Getting s;arted the first -
year, and each year you have to make a lTot of changEs But'1 feel

I can hand]e more w1th each year of exper1cnce. . Gett1ng used to

‘ -, open education was these teachers' greatest 1n1t1a1 d1ff1cu1ty of -

- work1ng in Follow Through but both seem to feel that this d1ff1culty .

has subsided with experience. . . -
N . . R : ) . &\ i
Differences in Philosophy - » . ' \

Y

-

Three teachers felt that differences in ph1losophy was a -

. great prob]em, although all three spoke from d1fferent perspect1ves
One tegcher fe]t ‘that team teachwrg was frustrat1ng when both
teachers weren't equa11y 1nf1uenced by the EDC approach. Another

.felt that*work1ng w1th the adm1n1stratﬂon was hard when there.were

,‘ ‘} conf]1ct1ng ph1losqph1es about educat1on . The third teacher, one o

-

with cons1derab1e exper1ence in work1ng with*EDC Follow Through

was uncomfortable anticipating ihcreas1ng demani for accountab11tty.
‘ She said, "I see us moving in that direction. ‘} realinwdon't
knew what.to do -- I would 1ike very much to get some help in L S e
‘understandiné more about it." | ’1f AR R,
One- teacher's respoase'whjgh aidn'tnfit in any of the

categorjes,esaid hér:greatest.difficulty was..working with the

o




extreme needs of some ch1Tdren 1n her classroom. She feTt they
brought fears anq personal d1ff1cu1t1es to the cTassroom wh1ch were

_hard to cope with. ‘ T #
g8 i -

2 ¥

Question Asked

~ 3, If you were taTk1ng to another teacher who was cons ider=-
* ° Jng entering the Follow Through program, what are some
t1ps or 1deas you would want to share? ¢

! . BurTTngton\uiz;hers responded té this quest1on in essent1a11y
three ways: (a) comments' on the EDC Follow Through approach and
the reTatTonsh1p of teachers to 1t, (b) quaT1f1cat1ons for teachers
ehter1ng Folliow anough and (c) specific suggestions. ™ In general,
the teachers with the.most Follow Through experience talked most
about the reTatxonsh1p of teachérs $0 ‘Follow Through, wh1Te teachers -

© with one or two years sf Follow Through experTence tended to talk

about quaT1f1cat1ons for FoTTow Through teachers and spec1f1c

¥

suggestions. - . : h ' - .

Teacher ReTationship to FoJTow~Ihr9u§h . .

' g;he four teachelrs w1th three to five years of FoTTow Through
experzence offerld similar general hints for new- teachers, although
with d1ffer nt emphases: One teacher»reTated;thatwmany new teachers

A believe Open education meons§to Tgt the child do whatever he or
she vants to do. She sgnd this miscbnception has caused probTems

3
)
* » + \ .
7
- il
” »
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in the school and that someone should hely new teachers to under-
" stand what EDC's approaca really means. “There should be a
philosophy of Follow Through, a few ainms - Qoﬁ to go about this
- 3
kind of thing." N
\

Another experienced tea@hsr emphasized th% advisory role of

EDC. She said she always tells new teachers not to cet the idea

that EDC is dictating.

The biggest lesson that.I learned is th~t EDC
is here to advise - whicn is what they're called,
advisors. We may take what we can use, and,
hopefully, get as close to the open classrcom
as we can get, but every teacher has to teach
the best way for her ¢r she's not going to be a
good teacher. '
- ¢
The third -teacher m§de a similar point, saying that she would want

¢

Lo reassure a new teacher that there are many ways to teach an
" open classroom and what 1is most impo?tént is thaf the teacher fzel
comfortable with her method. ,
Pecple do feel that aura about both Follow Through
and EDC -- that this means someone is going to tell
them to Le something other than what they are.
The fourth teacher said, "Do what you're most comfortable doing",
which, she said, meant =ot cdpying other classrooms but changing

. gradually in your own way.

v One fi}st-gear tea&her said that she would advise a new

Follow Through teacher that ‘her classroom could be as individual-
o [

jzed as she wanted to make it. : :7 N

¢ - .
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Qualifications for_ icachers Entering Follow Thrbugh

One %irst-year Follow Through teacher was most explicit
about qualificatior She said she would waht to ask whether the
teacher believes in stérting children where they are and bringing
them through various avenues to academic learning. She would also
ask-whether the teacher objects to parent feedback or visitors in
the classroom, because both have to be efpected in Follow Through.
"If you believe thgt children learn through experience, as Piagqg
does, then definitely go to Fol]ow Through "

Another teacher sard that she couldn't think of any spec1f1c
tips but ‘that anyone who would work hard would like working in
Fo '~w Through. Another teacher said that she wouldn't ever think
of sugge>ting EDC Follow Through unless the person was a high
ca11ber teacher.. She said she would“hant to know, "Is that per§ong

really able to do this job well? We have to have the best over

here, the best.”

———

Specific Suggestions

One experienced Fol]ow Through teacher said that she would

r

remind new teachers how ber ficial it is to have an aide, health

benefits for children, supplies and materials.

A second teacher said she'd tell a new teacher rules that

aren't written down, such as where to find things in the school

and which people are helpful for what things.




e

Two teachers talked about developing relaxed relationships

with parents, having a sense of humor in the classrooni.and making
&

use of the extra resources provided for Foll w Throuah teachers.

10.7 SUMMARY OF AIDE RESPONSE
The major sat1sfact1ons mentioned by aides came from their ”

work with children and frOm their relationships with teachers

Several aides could name no difficulties and some mentioned -
difficulties they said no longer existed. Current difficulties

cited included time demands, prcblems with finding babysitters,
1and the general difficulty of being an aide rather than a teacher.

A1l the eides who were esked the question said that being an aide

had wade a difference in their personal goals. Some aides said

they planned to become certified teachers, others talked about

being able to understand their own children better as a result of

their experienee in Follow Through. Most of the tips offered for i
:prospective aides hed to do wjth ways of getting along in the

progran.

10.8 ANALYSIS OF AIDE RESPONSE

The ‘aides expressed a high degree of satisfaction with their
opportun1ty to work in c]assroows Only one- a1de sa1d she felt
ten§1on related to bE1ng a paraprofessional. This is surprising
since the aide role is a relatively new one in public schools and

tensions Lbuld be exdected about what aides should and should not do

and hew they sheuld be treated, ~




10.9 DETAIL OF AIDE RESPONSE -

© Question Asked:

1. What are your greatest satisfactions as a
Follow Through aide?

A11 eleven Burlington aides responded to this question.

o Many mentioned several satisfactions. Seven aides mentioned

working and being with childrén. Five aides mentfoned
working with and being with teaéhers.

Of the seven aides who mentioned working and being
with children, four felt that seeing children learn was
a great satisfaction. One aidermentioned that it was
especially satisfying to see a child, who had been having
a hard time, beginning to achjeve over the year's ti@e.

__Another_aide.felt that 1iv§ng’{n the sama reighborhood with

the children and knowing them well added a dimension to.

her satisfaction in seeing children learn. In addition
- one aide said that she enjoyed helping a child know that

ﬁe)she is worth something. Another aide enjoyed sharing

her real-1ife understanding of the feelings some children

" hold. \
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Five aides mentioned their satisfaction with working and
be1ng with teachers _ One spelled out the contrast between the

iQd of communxcat1on teachers and aides have now, as compared

with the situation in the past. She said, "Teachers really do not
have a feeling (now) that you're an aide and I'm a teacher."” She ‘
.continued, say1ng that there used to be a lot of tension because,
‘for example, there was only a teachers' room, but no place for
aides, and aides were not included at staff meetings. Several
aides told the teachers that some decisions about the aides' role
in Follov :hrough had to be made. These issues do not seem to
cause difficulty at tais time.
One aide elaborated onifke safisfactioes she experienced
workingﬂin Fo{{bw Thro&gh. ’These are paraphrased below.
-- The way the project director 1istees ang helps 3
with problems.
-- My own learning.
-- ue1ng able to do anytb1ng [ want, because the people I' ve
worked with have given me total fre%dom.
.-- Being in cgntact with parents; a parent told me she
really learned a lot from me about kids even thoudh she
* has four children of her own--1 almost cried.
-~ Feeling so wanted; it's so great for the morale.

-~ Not being home with nothing to do.

.
v

&3

- A1l the opportunities for adults, like workshops and

‘ . 210




2

3 advisors who will-sit down and talk with you, are

great satisfattions.
Question Asked:

2. What are your greatest difficulties as a Follow Through
aide?

0f the eleven Burlington aigg§, five sa%d that they neither
had nor knew of any difficulties. )
Two eides mentioned going home tired some nights but enjoy-
ing it and getting some great ideas for\things which could be done
at home but not having the time to do them all. _ \
Two aides mentioned difficulties they had‘experienced in the -
past. During her first year of teaching in Follow Through, one
aide remembered that she was tense because there were unclear
expectat10ns about what aides were supposed to de ﬁ As mentioned
““earlier, another aide felt that there used to be a problem about
the aides' role in the'schoql and commun1cat1on between teachers .
and aides.
Current difficulties experienced by aides in Follow Thorugh
included getting babysitters for their own children and getting
proper credit for completed college courses. An on-going dif-

ficulty mentioned was "being an aide rather than a teachér "OIf

~in the c]assroom, _the % eachiers's role seems more de51rab1e than

being an aide.
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Queéfion Asked:

3. Have your experiences as an aide in-Folldw’Tﬁrou.h’
made any changes in your personal goals? What kinds?

Six of the eleven Burlington aides answered, "yes," to this

¥,

question. The comments of those aides are summarized in the\ﬁ\\
AN

.following table.

Number of Comments Changes in Personal Goals
3 War.t to go on for certification as a ®
geacher. . - i
2 Understahd their own children better.
1 Wants®*to go on in paraprofegsional
. education. ' .
N7 Experienced emotional change for
better.

0f the three ajde- 0 said that they now wanied to go on for:
certificaéion as teache ., oné aide said that she hoped to go on in
school and gei enough credits to teach. Particularly, she wanted
. to work with children who.aren't able to attend school. - Another aide
also said that she.would continue working towards teacher certifi-

i

cation and that she wanted to specialize in working with children who

___have speech-problems. —A third‘aiﬂé‘saWHJEﬁEf?éﬁﬁHmﬁg;gngT{Higfested >

in working with kindergarten children. She previously had felt that
there wasn't much ﬁb‘%% in kindergarten, but now has “found many areas

_pfﬂjg;gggst.A_She_saidlshe—hopéd'tﬁ'bo to scﬁ657f¥ﬂll-time after °
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Follow Through and get certified. L.

_ 0f the two aides who fe]t they understood their own children’
better, one aide said, "I'think they've (the Follow Through children)
helped me a great’deal with my home life...It's he]bed me to
understand (my own child)." The other aide said she uses her new. -
found understanding of children with her own thildren. She said
that she's now more interested in her children's work and can help
them with problems. She added that'she's learned not to compare
one child with another and is no longer a nadging-mother.

Before her experiences in Fo]]ow Through, one aide said she
wouldn't have thought about taking courses or going bd with higher
education. Now sfie wants to continue her education, particularly
for certification as a paraprofessional. . o .

None of the aides who resngnded to this question mentioned

negat1ve changes due to Follow Through experiences; half mentioned

A

S—

enhanced career goals and the other half discussed changed persona]
attitudes and behavior.
Questwon Asked

7

4. What tips or ideas would you share with a new Fo]]ow

Through aide? - T

Al]geieven Burlington aidés respohded to this question. At

least four perspectives were illustrated by their responses. Two

——

aides prefaced their-—remarks by $aying that they had advised other
mother< on how to become an aide. Four aides ta1ked about a

L]

prospect1ve aide's attitudes. Seven aides offered specific

%
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suggestions for a new Follow Through 2ide while five aides gave

general advice. -

Attitudes: . v

5

=

Four aides began their comments with a phrase like, "I

you]d see if she...." This suggested. that meeting wifh‘a new

aide wou]d‘aiso involve observing to see -if she measured up to .
certain standards. Th;ee aidéS'félt it was important to'see if

a new aide really wanted to work wifh"children, not just to

‘work for the money. Anather aide would see if the new aide

tried to ‘get along with other vpeeuile in the classroom and was

Jab}e to talk thing; out vith the teacher.

Specific Suggestions:
'Seven zides had specific suggestions to offer to a new aide.. e

The comments, that follow are paraphrased. 4
L )
:- Attend staff meetings to know what's going on and
where to get help.

-- Have conferences with the. teacher you're working with.

—- Listen to the teacher and do what they want. .

-- If you want to be on your own -- work with so-éﬁdisET

— ——ZZTt's helpful to take a course on working certain kinds
of machines, 1ike a movie projector. You should also -
try to match courses you take with the ideas of the
teacher you work with, because some courses teach "the
exact opposité of what your own teacher wants you to do."

-- Tell her about how the program works. When you first
come into Follow Through, the children seem to be - - ¢
playing. However,, the more you watch and work with
the children, the more you can see how they learn.




In speaking about EDC, one éide éhid, "Don't even coﬁéider ‘ .

———— - ——it different than any other place -~ when you c]ose‘ﬁie door

o

» you're allowed to teach any way you winf...they're tadvisors)
‘no threat. They're there if you want them, they're there if you
need them, but you don't have to feel thaf they're keeping a

thumb over you."“\ . s

“ .
z '

General Advice:

Several aides offered aeneral advice to a new Follow Through aide
-- Keep an open mind and don't be afraid of'ériticism._

-- You've got to enjoy working with children; the money's
good, but“you've still got to 1ike children.

-- Be prepared to make mistakes, because everybody does. ,
-- Feel comfortable here; eveﬁyqpe gets along. _

-- "Just do it. It's a lot of fun...very educational too,
just to see how things have changed from my time...I o .
think children enjoy (school): if I was a little girl X
again, I.would enjoy Follow Through -- so many things . _
to do." ‘ R .

. % " N ———

10.10 SUMMARY OF ADMINf;fRATOR RE§PONSE
' Burlington administrators expressed satisfaction with
S g werking with the parents and staff in Follow Through and sup-
‘ porting a varietyjof teaching styles. The difficulties menti;ned ’ .

by one principal were ot directly related to Follow Through. ,

fhe-other princibal and the‘prpject director* both saw wbrkihg ’ s
with each other as a major difficulty. One principal andhthe )

- . E s,
.. "project director expidined EDC's goals as improving children's

2

*See page 30
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lTearning and involving parents in the school. Both shared these
- goals. The other principal felt EDC had not stated cleer goals.
A1l three administrators saw EDC Fd1low Through as e positive

force in their schools.

70.11 ANALYSIS OF ADMINISTRATOR RESPONSE

« Introducing the role of proaect d1rector in a school can
create difficulties. M1sunderstand1ng and c0nf11ct can ;ccur
unt11 clear guidelines are established to distinguish between the

responsibilities of the proaect director and those of the pr1nc1pa1.

- . The 1ikelihood cf-such conflict suggests that regular communica-

tion between principals and projéct‘directors is essential to i

2

succ€ssful funct1on1ng in both roles.

> The adm1n1strators seemed to agree strongly with what they
3eaw as EDC's ' goals. In fact the1r responses 1nd1cate that they N
.have been wp;king toward s1m}1ar goals themselves. Bur]1ngton
administrators' agreement with EDC's goals helps to explain why
they see EDC -advisors as helpful to them”in their jobs (see

Chapter 9).

10.12 DETAIL OF ACMINISTRATOR RESPONSE

Question Asked : -
“ -
1. What have been your greatest satisfactions as an ,
administrator in Follow Through? ’

2. What have been ygﬂh.greatest difficulties as an
administrator inFollow Through?

W
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Project Director™

The project director’s greateet satisfaction wes, "getting
to know the parents and making them feel this is thetr school."
Her greatest d1ff1cu]ty was'be1ng located in one of the two Follow
Through schools She do1nﬁéd out that when a Follow Through pro-

gram operates in several schools, the director is less of a threat

to the principals. Her situation was difficu]t,’shq said, because

ten of the eleven Follow Through classrooms were located in one
school. She added that Ker role has been easier since the second

school was added to the program because now she has two different

principals to work with.

E

Prtnc1ga1

One of the two Bur11ngton principals said that his greatest
satisfaction in Follow Through was providing some alternatives in
the school. He said that the whole schooi‘isn't Standardizedh
Some classrooms are quiet,*teacher—directea, and taught by the
plan book method; other e1as%r90ms were'indiviQua]ized, encourag-
ing students, in a number of directions. Some classrooms were
formal, othe; élassrooms worked on a first name basis.

For th1§ pr1nc1pa1, diffitulties were_harder to articulate.
He ment1oqed three problems. One was comunication. . He found it
hard:to communicate, in educationaleterhs' what‘his scheol js

about and how it is different frem schools thirty years ago He,

: e}aborated saying that some people who are vocal -against open

*See page 30
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education, and schools in general, carry with them the failures

they experienced in schools. In reaction to their failures, some

i parents think schools ought to be like they were thirty years ago,

because that educational style had made some people successful,
and ‘they want their children to be successful by past standards.

Th1s principal fe]t that he was not ccmp]ete]y capable—of convey-
’

ing how and why educat1ona1 views have changed to such parents

A second problem that this pr1rc1pa1 desciribed involved
his many roles. He has found it d1ff1cu1t to act the many ro]es
a principal is expected to assure. For example, he ment1oned the
diffiéL]ty gf being viewed as a fathersfigure. The third prob]em
this princfpa1 expregsed.was withochange: in his opinion, it .
just was ‘ot happenxng fast enough 1;

The other principal ‘said that he would have to restate the
que;tion to encompass more than Follow Throygh--he talged about

. - ’ - . o *
his greatest satisfactfons as principal in the whole school. He

-

' said that working wi'th the parents and teachers in hts school was

‘pis greatest satisfdction: "To work in this school you hdve to

have a real gut level attitude about the school. The parents,

- N

teachers, adm1nxstrators——everyone s real. There's always been

someth1ng extra about this school and the commun1ty

The pr1nu1pa1 sa1d his greatest d1ff1cu1ty as principal

4
has been working with the’ project d1rector.* He has met with the
. A i .

A

-

director and othe;s to 1ron out some of the problems, but not all

f P

*Sge page 3
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the probiems have been resolved He _added, PI try to understand

+ what makes me tick." None of this has been easy for him, however,"

he said, "One thing I say to people is that we're not perfect, but

we're trying as"best as we know how to work with kids and help’

-

Question Asked

3. " In your opinion, what has the EDC Follow Through
Program tried o accomplish? Do you share those
\goa [s?* Why or why not? .Do you fee] those goa1s
\re being accomplished? why or why not?” .

) -‘/'.,

& o

Project Directdr* ' ) ' _— -

+ The project director responded to those 9qe§tions b&

.
& . 5

. deseribing EDC advisor activities that she felt indicated EDC's

prigrities. The broadest type of activity she mentioned was work-

" ing with teachers. 'She noted that EDC advisors differed in the

degree to which they kept i; touch w1th Bur11ngton teachers She
spoke 8? one advisor wha ‘wrote detailed records on classroom -
visits .and sent materials to. teachers to help ghem act on suggesl

tions. Part‘pf work1ng with teachers, accord1ng to the proaect

3 I

‘u1rector, has been try1ng to arrange in- servxce tra1n1ng tﬁmeafor

teachers. She felt this goal had'not yet been accompllshed

' “The other area of emphasis the proaect director mentzoned
was working with parents. She said that an EDC advisor who had
worked in Burlington reeently had worked extenswve]y with parents,

and that this had been EDC's first major‘effort at working with

»

*See’page 30 3 (j’
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for failure." In life with’decieasing fear towards school, "he

parents in Burlington.

Principals *

One Bur]iﬁgton‘principa]‘described various broad goals EDC
was tryigg to acgomplish, all of whicn he shared. He said his
conception of goals came from observing EDC advisors at the school,
wowd~qf-¢cuth, and from reading var?ous EDC handout§.' This prin-
cipal saw EDC as having a broad §0a1 of getting "teachers to think,
talk, and read about child devq]opment, the learning process:,
se]f-image,\and using the reu? world to teach kids things rather "
than the vicarious wo:Id of 'see.Spot run'". lle felt,that EDC was
trying to get g%échers to seé.students as. human beings with partic-
ular cognigive and affeciive needs. He séw the thtust of the

program as more to help a child develop than "rake him suffer

.
to get a ‘'variety of mdnipulative materials into}

This principal also mentioned the goal‘of'getting adults in
the Community to like Leing in the school building. He believed

\,

in refucing adults' fears about school and helping to work out

»

. . . . (
relationships between parents and principals anc ceachers that
. * R . .

“reflect the human'element, rather than perpetugt% the idea that

"

schoo]‘peopquare “émp]byed by the State to métg out punishmeﬁté -

added that‘EDC was invo]yed in getting"community people to

5
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participate in planning and decision-making in the schools.
Another goal this principal mentioned was to "make scheo!
a place to learn, a place where 'you have success, 2 place where
people say nice things to you."
The other Burlington pr%hcipa] felt that it had beéﬁ .

difficult to get EDC to describe its goals. He said he had read

EDC leaflets and books on the "integrated day." People had ex-

plained that the program is related to the oritish Jnfaht school.
However, he said he had 5ever really understood.what the program

is and "maybe the only way to know is to live with it for awhile."

Questions Asked:

4, What do'you see as the most positive aspects of
EDC Follow Through in Burlington?

5. How about the other side? Are there also negative
saspects to EDC Follow Through? What are they?

\]

Project Director * . .

The project director had visited.other Follow Through pro-

_grams and had come to realize that -

"we really do have a good thing going. We have
good people who just care about kids and are
really doing a gaod job in the ¢lassrooms and
outside." _
She said EDC had helped by making teachers feel good about them-
‘ g
selves, helping kindergarten and primary grade teachers to coordin-

ate reading activities with each other, and getting teachers to

*See page 30

221




b

help each other, for example, in teacher-run workshops. She
doubted that these things would have happened without EDC’

"We would never have taken the time as a total
staff to get together and really just find out
what other people are doing or coordinate each
other's work.,"

Sy

-

Principals
One Burlington principal said that the most positive aspect

L1

of EDC Follow Through were raising educational (cognitive and
affective) achievements, and helping teachers change towards

helping kids with "more than...sermons outlined by some publisher."

- This principal cculdn't think of any‘really negatjve aspects of

the program, although he added that anyone involved with change
,makés others uncomfortable, but that isn't especially negative.
EThe other principal mentioqu several things he felt were
positive aspects of the program: people he's had contact with,
workshops, some of the trips to EDC in Newton.’
On the other side of €he coin, he was disturbed at_nat‘hav— .
ing enough time to develop the school program and the EDC program.

This principal felt that federal budget cuts would probably curtail

the program.
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CHAPTER 1

WHAT WILL HAPPEM AFTER FOLLOW THROUGH LEAVES BURLINGTON:
.. OPINIONS OF BURLINGTON TEACHERS,
AIDES, ~ND ADMINISTRATORS

11.1 INTRODUCTION

~ The basic questionlrepoﬁted in this chapter is how the current

rollow Ihraugh schools in Burlington would be affected by the termin-

ation of the Follow Through program. Respondents were asked to give

their opinions about what would be missing when the program ended

and what would remain. This question was directed to the focal issue

of this research study: how do the people in Burlington Follow

Through view the impact of the EDC advisory approach?

n.2 OVERALL SUMMARY OF TEACHER, AIDE, AND ADMINISTRATOR RESPONSE
There was general agreement that the most important element of
the Follow Through program that would be missing after the prograr

ended was the extra money for materials, trips, medical services,

and most important, for aides. There was, howeven, widespread agree-

ment that open classrooms would continue after the Follow Through

program ended. ‘

11.3 OVERALL ANALYSIS OF TEACHER, AIDE, AND ADMINISTRATOR RESPONSE
This question revealed what many respondents considered to be
the most important aspects of the Follow Tihrough program, namely,

the aides and the open classroom approach. The feeling that open
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classrooms will continue to functiqn after Follow Throuah erds is an

encouraging indication that dne of the major goals of EDC Follow

-~

.Through is being accomplished in Burlington.

11.4 SUMMARY OF TEACHER RESPONSE

-

Teachers mentioned both material and noh-materia1 things that
they thought :bu}d be missing after Follow Through ended. They
spoke of the end of extra money for materials, trips, dental caré,
health care, lunches, anq especially for aides. They also talked
about missing EDC's help in implementing open education and sﬁielz-
ing them from pressures to return to traditional apprdachés. whéh
asked what would remain, the most common response was that a new
style of teaching and the "spirit" of Follow Through would continue
to exist. Some teachers also pointed out that some of the materials

purchased through Follow Through would remain.

17 5 ANALYSIS OF TEACHER RESPONSE

Many of the teachers exbressed confidence that one of the
major EDC Follow Through goals would have been accompiished, i.e.,
the approach to learning introduced by EDC would continue to be
practiced after the program was terminated. This seems significant
in view of the recognition that termination of the program would
end the EDC advisors' support for teachers both in classrooms and
in velations with parents and administrators. A teacher's belief

that the principal would preserve the open quality of the school

224
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is particularly ehcouraging.

11.6 DETAIL OF TEACHER RESPONSE
Question Asked:
When Follow Through leaves Bur11ngtdn, how will that affect

the program for children in_your school? What will be miss-
ing? What will remain?

What will be missing: L, ©

Teachers mentioned several kinds of material resources that
they felt wou]dAbe missing after the Fellow Thro@gh program leayves.,
Five teachers said they felt that money for materials and trips
would become less available. Two teachers felt that the medical
and dental program would be adversely affected. The snack program
was mentioned by th teachers, and two others spoke ;f the free
lunch program. A

Non-material aspects of the program were stressed in Burlington
teacher responses to this question. Four teachers mentioned that
they will no longer have aides in the classroom when Follow Through
leaves. ‘One teacher said that without aides there will be twice as
much work and less flexibility and mobility. Moreover, "aides are
people you can talk with.” Apother teacher said that aides made
it possible to have two adults in the classroom. She felt that
"without an aide, the individualized program will be affected.”

Two teachers mentioned EDC's reminders on open education as

something that would be missing when Follow Through leaves.

-
w

-




"If it weren't for EDC coming and urging me
to do some -of thé things I feel I'd like
to do, I think I'd give in more to ...
more traditional way of doing things ...

~ One géachgr »aid that she thought some people would go back to

the old’wéy of solving problems.

I don't know how totally committed every-
one here on the staff is to open education.
I. see things that make me worry that when
Follow Through goes out, open education
will too. Like putting in a Timited
curriculum for the school and check lists
for kids' accomplishments.

One teacher said that advisors had been safeguards for teachers
against pressure from administration and parents. “Administration gets
pressure from parents who fear that kids won't have the same curriculum.
if they move (out of this area)."

Other non-material things which teachers say they feel will be
missing include: (1) frcedom to work as 2 separate program (Fcllow
Through) and sometimes to work outside the rules of the general gdmin- '
istration and (2) _parent/community activities. Four teachers used
the adjectives "sad" and "bad" to describe their feelings about the
Follow Through program leaving their school. One of these teachers
expanded on those feelings, saying,

I get a little angry with the government when
I think why did they even start a program like

this if thev're going to stop it. It doesn't
seem like they're being loyal. '

Q 226




L]

What will remain:

Four teachers meﬁgioned that materials already purchased
would remain, things 1ike the oven, sand and water tables,
books and hands-on materials.” One teacher.%entioned_phat
the hot lunch program would remain since the public schools
in Burlington have now begun to serve hot lunches to all
children. The items mentioned above were material resources
of the program. most of the teachers responses, however,
centered on philosophy, teaching styles, and friendships.

Six teacher§ mentioned that the open philosophy and
style of teaching would remain. Another said that the "spirit"
- of Follow Through would remain: "Open education won't die:”
One teacher said, "I don't think we'll ever go back to the :
rigidness of the old teachiﬁg;" Another teacher thought that

individualized teach%ng would continue because the idea is
_supported by her princinal.” Other things which teachers

feit would continue were: friendships of aides and teachers,
knowledge on how to scrounge materiéls, and welcome for |

“parents in the school: ,

Two teachers made detailed statements about their hopes for

the long-range effects from Follow Through. One said she hoped that




there would be little tu?noyer on the staff and that those who had

been in Follow Through fer some time would remain firm‘i; their open — \
philosophy, teaching style and a%titudegtso that they could continue

with this approach even after the Follow Through program ended. The

second teacher felt the same way about the teachers who were there

and the importance of their staying in the school. She also hoped

that the principal would stay because he was supporting.the extension
of open education ideas throughout the school and he had fought‘for .
those ideas in the past. She added that she chose to come to this
school because of thé way it functions and works\tp meet ‘the children's

needs.

11.7 SUMMARY OF AIDE RESPONSE -

'Aides felt that ancillary services, such as medigal and dental
care, would be missing, along with extra money for materials and
trips. The benefit of Follow Through mentioned most often was the
practice of having aides in each of the classrooms. @Qst of the -
aides who mentioned this said lack of aides would lihit the“amount
of attention children reéeived. 'Aides said that some equipment and
materials would remain after Fo115w Through left and they felt that
parént involvement would continue to be high. Four aides made

strong statements in support of their feeling that open classrooms

would continue.
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g 11.8 ANALYSIS OF AIDE RESPONSE

There was clearly a good deal of enthusiasm for the practice
of having aides in the classroom. There might have been even more
comments about the prospective loss of aides' jobs if this duestion
had not been asked just after the question:“Have your experiences
as an aide in Follow Through made any changes in your personal goals?"
(See Chapter 10) Some aides may have felt that they did not ﬁeed to
say any more at that point about how important their jobs were to
thém personally as well as to the program. It is jmpressive that

five aides were concerned primarily with how the children would be

" affectcd by having less adult attention available in the.classroom.

——————— - -The statements in support of open classrooms,were also impressive.

i

At least some aides believe the open classroom has been established

in Burlington and will :urQ#ve the termination’ of* Follow Through.

11.9 DETAIL OF AIDE RESPONSE
.Qﬁestioh Asked: ’

When EDC Follow Through leaves Burlington, how will ‘that
affect the program for children in your school?

What will be missing:

In talking abéut what will be missing when Follow Through
leaves, five aides mentioned one or more of the ancil]aryaservices,
dental and medical care, lunches aﬁd snacks, as things that would
end with the Follow Through program. Ihese services were seen as 3

important for the children's well-being.

[
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! Two aides mentioned that the extra money for materials and
;,trips wouid be missing. Two said %hgy thoughé‘that open classrooms
. might not continue. Another aide said she thought it would be har&
for children who had become used to open classrooms to adapt to
wéonvgn£¥ona1 ones. One aide thoughf parent invoIvgment w§u1d be

affected. Another was sorry that, they would'no lonéer have a projeqf i

director.

4

Six aides mentioned that they.thought the school would no
longer h;ve aides.in the c]asgroom. *They felt'thét it would be
impossible for the teachers to gi;e as much attention to each child

with anly one adult in the room, and fhought it was unlikely that
éur]ington would proviae the money needed .to retain aides.

What will remain: -

#

I3

Ffve aides did not respond to the question about what will
remain after the Follow Through program ends. Three aides mentioned
equipment and materia]sjr Three aides mentioned ;arent invq]vement, )

- saying they hoped it would remain. Another aide was worried that
the kind of parent-organization that had existed long before the
inception of Follow Through would return, offering only rummaqeé
sales and simi]arcpétivities. J

Four aides said they thought the open”classroom approach to.
teéihing wou]d’remaiﬁ. Some of their statements follow:

I think some of the teachers hayéfgés%bn , . - .
a strong feeling for an open classroom.

B
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S 1ike ‘gétting yourself into a certaii way

]

[ -

The ways of teaching, I think, definitely N
will remain. The teachers that we have

are good Follow Through teachers. And
Follow Through to me isn't just the name =
of some_government funds that have come

in this way. To me it's that the teachers

" have learred that they've got other resources
than themselves. And regardless of

whether the program remaing, the teachers
will still have the“knowledge of how to
go for help outside the program. .And I

. think they've brought that to Burlington.

And the parents also have organized, so

that I don't think you'1l take that away.

. When you take the program away the PTO

(Parent-Teacher Organization) will remain.’
The PAC (Policy Advisor Committee for:

. Follow Through) funds may dwindTe, but the

PTO has organized themselves so that they .
know how to run the programs. They Know ,
how to help people, and.they get a lot of -
benefit out of helping others. And I don't .

o think that'1l go. We really have a good
group of parénts who'd like to stick to-
gether. < - ‘

1 “'\l’
I think once you've taught with Follow
Through you're going,to try a lot harder .

to kéep things that way. You may‘have
to.break your back doing it, but it's

of thinkipg ... and once you're in that
w1y, you know, I find myself being a Tot
more resourceful ... like I look around
and I see things. I look at-things dif-
ferently. And that will remain after
Follow Through goes.. So it's a

whole different train of thought. It's
just going to be a lot harder to do what
you want to do, a lot harder.

11.10 SUMMARY ‘OF ADMINISTRATOR RESPONSE

The majoé aspect of Follow Through that the -administrators

e,

felt would be missing when the program ends was the extra money

-
~- -
- 3
p—
§
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- people under the auspices of EDC won't be

P
o ,
%‘ ~

s - B

for ancillary services and for aides. The Tack of money for aides

was seen as the greatest hardship. '511 three administrators agreed

thaé the edﬁcatiqral program wdb]d contipue, specifically that ‘open

classrooms wou?J coritinue to exist after the program had ended. -

-

. o _
11.11 ANALYSIS OF ADMIMISTRATOR RESPONSE -

The belief of the two{principals that open classrooms would -

’out\ive the Follow Through program seems quite significanﬁ. If

they believe this to be true and if they continue to suppcrt open

classrooms, then it is pfobab]e that Fo]]qw Through will have made
. v o ‘

S

a lastinrg impac€ on two Burlipgton schools.
11.12l16ETAIL40F ADMINISTRATOR RESPONSE
Question Asked:

Wwhen EDC Follow Through leaves Burlington, how will that -
affect the program for children in your school?

Project Director*

}
The Project Director mentioned that in the area of medical

and dental services, certain services like special eye examinations

and free glasses will most 1ikely be discontinued. Additional
r 2

avai]éb]e to help in

classrooms. On, the local project staff, the positions of project .-

diréctor and Follow Through secretary will no 1cnggr exist and this

will leave manry gaps in teacher services. The project director felt
. 7

. - ~
that aides would not be continued in each primary classroom. She

*See -page 30
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also- felt that regarding 'the Falfow Th%dugh paneﬁt coordinator, .
v 0T -
e - "We!11 lose one good person’ who s" been in touch with the parents, . —a
- - ’i’ -‘”,

1os1ng a lot of hgpe visits.'

On the other hand, the progeet d1rector be11eved that'man A
th1ngs 1ntroduced by Fo]]ow Throﬁgh will rema1n in the school
Those items mentwoned were: hot lunches wh1ch w111 be‘brov1ded by e '

\

Bur11ngton, open classrooms - "We' re go1ng‘to/do as much as we can.
f ; ~ The gchoo] won't go back to the wax’wt used to be because people
11ké what they're doing and gocd things ane happening"; the involve-
ment of the conmun1ty 1n the school, in the sense tha: peop]e will -
" . continue to come in and vo]uﬁteer and expose children-to new thwngs, .

r &

and the genera] open atmocphere and fee11ngs in the schoo]

} ‘ —~ . ., \ n
r1nc1ga] 4 - ) R .
- One Burlington principal felt that med1ca1—denta1 serv1ces .

* 'and the lunch program may not be continued at‘hTs school; however,'
he would personally do his best to continue to pay attention to
children's medical and dental needs through his‘ownacontacts. He
was certain that the educational program would remain, since tne
eniId deQelopment concepts and the use aof manigglative and concrete?

‘materials in the c1assroom were not t1ed to EDC only. L

The other pr1nc1pa1 responded in detail about the effects of L

EDC Follow Through 1eav1ng Bur11ngton He said, "There is no way

that we're going to be-able to support the extra personnel or the

extra services. Burlington cannot afford it." He felt that the "

B - - e
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but he a]s“ be11eved that they certa’nly would not be ™as good as the

' programs now 1n operat1on _He &ppreciated the current state of
federa] funding, but fe]t that a good program was running and it was
"'~frustra§)ng that the program would be phased out.
) | aThe most 1§bortént loss, according to this principal, ;quld be
-~ "the loss of the' Follow Through aides. He felt that the aides were
oo now well trainéd and some'were mork than competent enough to run

. fhein own ciassrths. They would be cut out of the school program.
\ A i -

.He did ﬁee],'howeveh, that although it would be difficult to impae-

' ‘ ment the program w1thout a project director and a parent coordinator,
’ and with the need to use volunteers 1nstead of regular aides, that
the philosophy of education espoused by Follow Through would continue

“in his schoo]

med1ca1 -dental and food programs wou]d not be completely discontinued,

e o
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TEACHER INTERVIEW QUESTIONS

I. The first set of questions concerns your personal background.

1. Would you briefly describe your work experience befare you came to
this job?
/
Probes: How many years have you lived in (community)?
How long have you been a teacher?
Have you had any jobs outside of education?
What grades have you taught?

2. What is your educational background?
Probes: What degree or degrees do you hold?
Do you regularly take courses?
Are you working toward a degree now?
3. How long have you been a teacher in Follow Through?

4. How long have you been at the School?

..5. How did you come to be a teacher in Follow Through?

II. Now I'd like to get an overview of your activities.as a teacher.

1. Could you-give me an idea of how you work in the classroom by
.describing what you do during a typical day? I'm interested in -
knowing what you did on your own, what you shared with the aide,
and what was going on in the room. Starting with when you arrived,
what did you do? -

Probes: What was the aide doing then?
What were the children you weren't working with doing?
What responsibilities did children assume?
How did you decide what to do while children were involved
in different activities?
How do you handle disruptive behavior?

-4

2 We would like to have a complete picture of what you do as a teacher-—— —

(a) Are there things you haven't mentioned that you often do?
(b) Can you tell me more about how you work with your aide?

Probe: Do you plan together?
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Do you spend any time outside of class time on work related to your
teaching?

If yes: About how mu%Q
How do you spénd that time?

If no: (proceed)

What are the most important goals you are trying to accomplish in
your teaching?

Probe: Development

The next questions are about your views on children's learning.

Iv.

The first one is very broad.

What: kinds of ihings do ﬁ%u feel it is important for children to be
doing and learning in school during the early grades?

Which of the things you think children should be doing and learning
are you most satisfied with in your €lassroom?

Which of those things would you most like to improve in your classroom?

We're intecrested in your view of .parent involvement. Do you feel
parents should be involved in their chi¥dren's school?

[ARTY

If yes: In what ways?

If no: Why not?

Now I'd 1ike to ask you about your opinions on the EDC qpproach to

children’s learning.

In your opinion, what has the EDC Follow Through program tried to

accomplish?

Do your share those goals? why or why not?

Do you feel those goals are betng accomplished? Why or why not?
\

EDC Follow Through encourages open expression of children's needs
and feelings in the classroom. Do you share this goal?

-

If yes: What benefits do you see in open expression?
Does open expression create any difficulties (for teacher,
for childreng
Do you encourage talk about things like sex, death, birth,
race, and the fears children have?

If no: What disadvantages do you see in open expression (for
teachers, for children)?
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EDC's Follow Through program stresses "building on children's
interests" as a starting point for teaching. Do you, agree with
this principle? . .

If yes: How does this work out in practice? First, how do you
find out what a child's interests are? (examples)
How do you build on those interests? (examples)

If no: What do you consider the appropriate starting point for
teaching? ‘

EDC's Follow Through program emphasizes giving children a greater
amount of choice in what they do. Is this one of your goals?

If yes: What kinds of things do they make choices about?
On what basis do they choose: whims, what friends are
doing, genuine interests, etc.?’ "
How do you know when a choice is based on genuine interests?
Do you help children choose? How?

If no: What are your reasons?
EDC Follow Through encourages evaluafing children's progress on

the basis of their own abilities. Do you try to do this in your
classroom? .

If yes: How do you diagnose a child's ability?
. How do you keep track of each child's progress?
How do you share your evaluation of the child's
progress with parents?

If no: On what basis do you evaluate children's progress?

The next section is about your contact with EDC advisors and your
opinions on their work. You may want to make some distinctions among .
different advisors if you have worked with more than one.

Have EDC advisors ever visited your classroom?

If yes: Who usually initiates the contact?
What do they usually do?
What do you do while they are in the room?
Have you found their work helpfalz” — — 7~ — 7
Can you give me some examples?
Are there other things you would 1like to see advisors do
in your classroom?

Would you like them to work in your classroom?
What do you know about what they do in other
teachers' classrooms?




2. I'd 1ike to know about ways you have worked with EDC advisors
outside the classroom. /

(a) Have you ever attended a summer workshop in (community) with
an EDC advisor?

(b) Have you ever attended a workshop during the year in {community)
with an advisor?

(c) Have you ever gone to EDC in Boston for a workshop?

(q) Have you had any individual conferences with an advisor?

~

(e) Are there any other ways you have worked with an EDC advisor
outside the classroom? What are they?

If yes to any of the above:

Which ways were most helpful?

Would you like to be able to work with EDC advisors in
other ways?

What? Why?

If no to all of the ébove: .
Would you like to work with advisors outside the classroom?

What do you know about what they have done with other
teachers outside the classroom?

3. How do you let advisors know about things you'd like to see them do
(with you or with others)? ) :

How do they usually respond?

4. When Follow Through leaves (community), how will that affect the
program for children in your school?

Probes: What will be missing?
What will remain?

VI. The following questions are intended to jve us an idea of how you
as a teacher fit into the school as a w ole. 1his will enable us

o See more clearly how the work of the advisors relates to the daily

— —operation-of—the-schoot.— ——— — ——

1. What adults, other than EDC advisors and aides, do you work with
(fellow teachers, principal, local advisor, project director,
supervisors, specialists, volunteers, others)?

What do you do with each of these people?
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When you have a problem you can't seem to solve on your own, who
do you turn to? ‘

-

Do you think you have enough influence over what happens in your

3.
classroom to be able to do what needs to be done?
If not: Why not?

4. Do you think you have as much influence over your school and the
Follow Through program as you would like to have?
If no: Why not?

Who does have influence?
VII. The last few questions have to do with difficulties and satisfactions

you have felt as a Follow Through teacher.

1. What are your greatest satisfactions as a Follow Through teacher?
Probe: Do you think that is different from non-Follow Through -

* teaching? ' .

2. What are the greatest difficulties you encounter as a Follow Through
teacher?
Probes: Do you think that is different from non-Follow Through

teaching?
N What*can you do about that?
\32\~If you were -talking to another teacher who was considering entering

she Follow Through program, what are some tips or ideas you would

waﬁt\gg\fhare?

Sy . B
-
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AIDE INTERVIEW QUESTIONS

I1.

The first set of questions concerns your personal background:

How long have you been an aide in Follow Through?
k!
Probe: What grades have you worked with as a Follow Through aide?

How long have you been at the . . School?

How did you come to be a Follow Through aide at this school?

Would you briefly describe your work experience before you came

to this job?

. N

Probes: How many years have you lived in (community)?
Have you worked at a schdol before becoming a Follow
Through aide? '

Was your previous work and other experience related to

your current job?

What was your educational background before becoming a Follow
Through aide?

Have you been continuing your education since becoming an aide in
Follow [hrough?

¢

Now 1'd like to get an overview of your activities as an aide:

Could you give me an idea of how you work in the classroom by
describing what you do during a typical day? I'm interested in
knowing what you did on your own, what activities you shared with
the teacher, and what was going on in the room. Starting with
when you arrived, what did you do?

Probes: What was the teacher doing then? ..
What were the children you weren't working with doing?
What do you do on your own? ‘

How was it decided that you would do’ those things?

How do you handle disruptive behavior? '
Are you generally satisfied with your part in the
classroom?
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"2.

ITI.

1.

2,

3.

Iv.

.1.

2.

If yes: Go on.

If no: Why not?
What would you change?

Do you spend any time outside of class time doing things related
to your job?

If yes: About how much time?
What do you do?

The next questions are about some of your views on Children's
learning. The first one 1s very broad:

What kinds of things do you feel it is important for children to
be doing and learning in school in the early grades?

Which of the things which you feel children should be doing and
learning are you most satisfied with in your classroom?

wﬁich of those things would you most like to 1mpF§ye in your classroom?

We're interested in your view of parent involvement. Do you feel
parents spould be involved in their children's school?

If yes: In what ways?
If no: Why not?
The next section is about your contact with EDC advisors and your

opinions on their work. You may want to make some distinctions
among different advisors if you have worked with mote than one.

Have EDC advisors ever visited your classroom?

If yes: What do they usually do?
* Do they work directly with you? : N
What do you do while they are in the room?
Have you found their work heopful? (Ask for examples)
Are there other things you,would like to see advisors do
in the classroom? ‘

L

If no: Would you like advisors to work in your classroom?

What do you know about what they do in other classrooms?

I'd 1ike to know about ways you have worked with EDC advisors
outside of the classroom:

a. Have you ever attended a summer workshop in (community) with an
advisor?
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b. Have you attended any workshops during the year in
with an advisor?

c. | Have you ever gone to EDC in Boston for a workshop?
d. Have you had any individual conferences with an advisor?-

e. Are there any other ways you have worked with an EDC advisor
outside the classroom? What are they?

If yes to any of the above: Have you found.working with advisors
outside the classroom helpful to your
work?

If no to all of the abowe: Would you Tike to-work with advisors
: outside the classroom? What do you
know about what EDC advisors have done .
with other aides outside the classroom?

. ‘ How do you let advisors know about things ycu'd like to see them do?

(with yourself and with others). How do they usually respond’ .

The last few questions have to do with the d1ff1cu1t1es and sat1s-
actions you have felt as a Follow Through

What are.your greatest satisfactions as a Follow Through Aide?

What are the greatest d1ff1cu1t1es you encounter as a Follow Through
aide? ’

Have your experiences.as an aide in Follow Through made any changes
in your personal goals? ' .

If so, what kinds of changes? Are you pleased with these changes?

If you could speak to another person who was considering entering

the Follow Through program as an aide, what are some tips or ideas
you would want to share? ’

When Follow Through Teaves (c unity), how will that effect the.
program for children in your school?

Probes: What things will be missing?

What things will remain?
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ADMINISTRATOR INTERVIEW QUESTIONS ’

I. The first Set‘of questions concerns Your personal background.

1. How Tong have you been a __ (role) in Follow_Through?

2.. How did you come to be a (role) in Follow Through?

3. How-long have you been at the ' ‘ school?

4. Would you briefly describé yodr work experience before you became

a __(role) in Follow Through? .

Probes: How many years have you lived in (community)?
Have you had any jobs outside of education?
(for principals) How long have you been a principal?

5. What is your educational background?

Probes: What degree or degrees do you hold?
Are you working toward a degree now?
Do you regularly take courses?

-

II. Now I'd 1ike to get an overview of the activities related to your

Job. (for principals) This will enable us to see more clearly
how the work of Follow Through relates to the daily operation of
the school. ‘ _ g

1. Would you describe the kinds of things you do as (role) .

2. Could you list the most important people and groups you work with
and tell me what you usually do with them? .
(1f parents and/or teachers not mentioned): Do you work directly
with teachers/parents?

If -yes: What do you usually do with them?
If no: Who does work with them?

Do you support what they are doing with teachers/parents?
_How? - - -

>

3. Of all the people you work with, which contribute the most to helping
you carry out your job?

4. Overall, what have been your greatest satisfactions as a (rolé)
in Follow Through? .

5. What have been your greatest difficulties as a __ (role)
in Follow Through? k

: . ¢
244 -




II1. The next questions are about some of your views on chiidren's

lea:ning.

1. In general, what kinds of things do you feel it is important for
chiLdren to be doing and learning in school during the early
grades? ¢ ;

2. Nhgch1gf those things are happening to your satisfaction in your
schoo17? .

3. Which of those things would you 1ike to improve in your school?

4, Do you feel that parents,should be involved in their children's

school? . ¢

If yes:' In-what ways? \

If no: Why not?

IV. The next section is about your contact with EDC_&;VRSOFS and your
opinions on their work. You may want to make some distinctions
among different advisors 1T you have workéd with more than one. .°

S
1. What have EDC advisors done with you? :
~ In general, have you found your work with EDC advisors helpful?
Why or why not? ’ : .
Can you give me some examples? .
What else would you 1ike to see advisers doing with you? -

2. What 'do you know about what EDC advisors have done with others in
the program? (teachers, aides, parents, other administrators)
Do you see these things as helpful in general? Why or why. not? .
Can you give me some examples?

3 _Pﬂhéq difficu]tiegahave you had in working with FDC advisors?

4. How do you let advisors know about things you'd 1ike-to see them do?
(with you or with others) ~ : , -
5. Do advisors generally do the kinds of things you'd Tike to see them do?
. .Can you give me some examples? . —
o4

6. Does EDC respond to your needs and wishes in assigning advisors? Can

----- you give me-some-examples?— —- - — ———— —- - - -

!

, :
A : |
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Now I'd 1ike to ask some qyest1ons abou;ﬁEDC Follow Throqgh as a

A o
A
\

3.

. 4.

~

5.

- 1.

2

‘who1e a_

Fxrst; I'd 1ike t0fknow(what your understand1ng is of how EDC
Follow Through came to COQanity) Do you know: why EDC was chosen
as a° sponsor?. - .

’ How d1d the schools become Follow

~ Through scheols? - . ‘ .

- Were you involved, ;gptnoé; decisions? ) .
Who were the key p involved? ‘ )
In your opinion, what ha@ the £BC Follcw Through program tr1ed to
accomplish? ‘ . IR

Do you share those goalS’ Why or why not?
Do you feel those goals are be1ng accomphshgg7 Why or why not?

What do you see as the most positive aspetts of EDC Follow Tﬁ?ough )
in (c ommun1tx)7 ) S
wa\ B '
How about the other s1dé7 Are, there also negat1ve aspects to EDC
- Follow.Through?. . . = | ro.
What are they? . . - :

L

. \ ~ !
When EDC Follow Through leaves (comunity), how will that-affect &

rhe program for ch1ldren 1n your? school’

\ ‘ T E
. : £
Probes: What will be m1ssmgv N, '
. What' *will -remain? . .
- s e
% N
- s
’
+ * ( ! ) » . i _ ]
- . _;‘
v .ot a
\ ¢
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PARENT INTERVIEW QUESTIONS - . Cte L

&

Intfoduction - . : d

My name is ' . I'm a parent at the =~ .
. School. The questions I'm going to ask are -about you
and your children and your experiences with Follow Through. - Your:
. answers will be kept confidential, so I hdpe you will answer-as-openly .
” as possible.. Your responses are for.a study involving parents, teachers,
! and others in (community) Follow Through Program. If you: have any
‘ questions about FolTcw Through, 1'11 be glad to try to answer -them
at the end of the interview. . N

*

.. 1. The first questions are about you and_your children. {
1. Responding parent's name
2. What is your relationship to N *(Follow Through child)? .
0" ____ mother ‘ . ) ' ,
s father )
< other (specify) - \: ;
3. Are you working at this time? X !
| - __f%? .
(TF yes) ‘< e 7 .
o . full time - . \ :
el part time ?

4, ‘What was(;he last grade you completed in school?
etghth grade or less * some college
some” high' school ’ completed college
#¢h school equivalency . other (specify),
completed high school -

-

5. Now I would 1ike you to tell me the names.and ages of all the _
7 children in your care. ' . '
./ N\_  (NOTE: If there are children over age 11 who were not in Follow
Through, include supplementary questions at the end .of the regular

— ——— - {interview.) , TroTTTe T
* - "~ (‘ *

NAME ST HEADSTART

—

I
11
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6. Have any of yo&r childrén been in Head Start?
yes |

no
{1f yes, check above.)

II. Now I'd like to ask you some questions about Follow Through.

1. First, did you know that there is a program called Follow Thiough
- at the Schoo1?

yes
T"‘If os) | ' ‘

How did you hear about the Follow Through Program?
from someone at school (specify)

from another parent

from the newsletter

other (specify)

2. Do you knnw which of your children are now in the Foliow Through
Program? .

yes

(Tf es, 1ist names.)
' (If no, tell names of children not in Follow Through. )

3. Have any of your other children been in the FoXlow Through Program?
yes )

no
(T yes, list names) ‘
(NOTE If there are older children who were not. in Follow Through
include supplementary questions at end.)

4. What do you think of the Follow Through Program? (Write on other
side ig needed). -

Probe: - How is it different from the regular school program?

I11. Now I'd ke to ask you some guestions about 's
(Follow Through child) schooling.

1. What kinds of things do you feel it is 1mportant for
(Follow Through child) to be d01ng and~1earn1ng at schoo1? (List)

2. Of the things you have mentioned, which ones do you feel get enough

attention at ‘ 's (Follow Through child} school?:
3. Which things seem to be getting too 1i;ﬁ1e attention? \
What are the things you 1ike most about the School?

(including Follow Through)
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5.

6.

10.

What are the things you like least about the
School? (including Follow Through)

Can you tell me the ways you learn about how
(Follow Through child) is doing in school?

talk with teacher - P |

talk with others at school (specify) L
talk with child ' :
watch child
don't know
other (specify)
T1f talk with teacher)
a. Would you say you have talked with 's
(Follow Through child) teacher:
once .
a few times /
often

b. Does the teacher ask for a meeting or do you ask to talk
with the teacher?
teacher asks

. arent asks
Eoth

Are you pleased with s (Follow Through child)
progress in school? .

yes .
no - : .
{Tf no) . ’
What do you feel you can do to change things?
(List)

Does (Follow Through child) talk about school
at home?

yes
no

(If yes)

What does he/she talk about?

Do you feel __ (Follow Through child) 1ikes school?
(P1ease explan). ‘

‘yes

no

Do you think there are any specific ways in which the Follow Through
Proaram has influenced ‘s (Follow Thrpugh child)

learning and develcpiient?
yes
no

(Tf yes)

How?




Now | would 11ke to ask about contacts you have had with

Ts (Follow Throqgh school.

Have you ever visited 's (Follow Through child)
school?
yes P
no
If yes)
Have you visited once, a few times, or often?
once
a few times
often

Have you ever helped as a volunteer at school?
yes

no
If no)
Would you like.to volunteer at school?

yes
”i ES

what would help you to do this?
(Probe for things 1ike c¢hild care, being
(If yes - you helped as a volunteer)
a. How often would you say you have helped,
or often?
once
a few times

R )

often’

asked by teacher)

once, a few times,

b. Did the teacher, or someone else, ask for your help, or

did you offer your help?
parent offered
—____someone asked (specify) &
c. what did you do as a volunteer?
(L‘iSu) N

d. Was volunteering at school a good experience for you?

___yeS N

Please exp*aln

e. Do you plan to do this kind of thing again?

yes

Could you explain why (or why not)?




Now I'd 1ike to ask you some questions about Parent Activities at

the School.

Have you ever attended a ﬁeeting of the PTO?
yes :

- no
(T yes)
Have you attended once, a few times, or often?
once :
a few times
cften

Have you ever attended a meeting of the PAC (Policy Advisory
Committee)?
yes
no
(Tf yes) ‘
a. Have you attended once, a few times or often?
once
a few times
often
b. Have you ever taken part in an activity or taiked with an EDC
Follew Through advisor?
yes
no
c. Do you know what EDC advisors do?

yes o
no

a. (For those who have attended parent meetings)
?hat ire some of the reasons you go to parent meetings?
List ;
b. (For those who have not attended parent meetings)
Did you know that there are parent meetings?

yes

no

Would you like to attend parent meetings?
yes
no

Have you participated in any Follow Through parent activities (other
than meetings) such as, the garden project, parent workshops, and
suppers?

yes
no
(1f yes)

Which ones?
(List)
(If no)
Would you 1ike to participate in other activities?
yes :
no




o
.

How do you hear about parent activities?
haven't heard

notices

telephone calls

newsletter

talking with other parents
other (specify)

[=))]
.

How is 1t best to notify you about activities for parents?

Do you have any difficulties in arranging to come to parent
activities? 2
yes
no
(1f yes) :
(List, for example, child care, transportation, time when
activities take place.

~J

8. Are there activities which you would like to see available for’
.parents that have not been mentioned?

yes
no
(Tf yes)

a. Can you tell me your suggestions?
b. Would you be willing to help make these activities possible?

yes
no

VI. This last group of questions is about how you view your role in
your child's schoo] experience.

I 1. Do you feel that your involvement can help your child's education?
yes «
no
If yes)
How?
(List)
(If no, please explain)

2. Do you see any benefits for you, personally, in being active in the
school?

. _Yyes
0

n
(1f yes) ’
What are they?
(List)




-

3. Do you think you might be more active:

yes no If you know more about school activities?

yes no If child care were provided? -

‘yes no If other kinds of activities were possible?
SUPPLEMENTARY QUESTIONS: [P

(For parents who have older children in the school who have not been in
the Follow Through Program.)

rl

Since you have some children who were not in the Follow Through
Program during the early grades, 1'd Tike to ask you a few additional

questions.

1. Do you think thefe are any differences between 's
(Follow Through child) school experience and that of your older
child/children who was/were not in Follow Through?

yes
no
(Tf yes)

Can you tell me two or three ways in which ' 's
(Follow Through child) school experience is different?

For each difference, ask, “Do you approve of that?"
(Approve) and check at left.)

yes no

1.
g’
3.

2. Compared to when your older child/childrén was/were in the early
grades have you had more, less, or about the same amount of contact
with people at schcol since (Follow Through child)
has been in school?

more
less
" about the same

3. Have you participated in more, less, or about the same number of.
parent activities since your child has been in Follow Through than
with your older child/children?

more
less
about the same

4. Do.you think there are any specific ways in which the Follow Through
Program has influenced your involvement with the school?

yes
no
(If yes)
Can you give some examples?
(List)

253

o
\‘; \




